






















































センター（英 語 名 称 Center of Excellence in 
























































































cisco State 大 学 や North Eastern 大 学 のライ
ティングセンターを視察し、レポート診断サー
ビスの 着 想 を 得 た。従 来 のレポート 相 談 は
CETL に 持 ち 込 まれたものを １ 対 １ でアドバ









































































田、2009；金 子・望 月・関 田、20１0）。2008年

















































ループの 提 言 とした。折 しも CETL として、


















































































































は SPACe と CETL が協働して進める重層構造












































































































ン グ 大 学 の SCOT （Student Consultation on 
Teaching）など学生 FD の典型ともいえるが、
CETL では今、創価大学版 SCOT の試行を計



















習活動支援センター Annual Report, 7, １0１-
１07．
馬場善久 （20１0）「教育 ･ 学習活動支援センター
設立の背景と経緯」 教育・学習活動支援セン
ター Annual Report ,7, 2１-24．
馬場善久（20１2） 「創価大学の教育改革の取り










































年 生 を 対 象 とした 週 2 回 の 集 中 科 目 である









































なった。こうしていくつかの 形 態 が 試 された
後、最終的に授業科目と連動させる方法が取ら































科目として How to study English を開設した。






















2 ． FEP を中心としたコミュニケーション
科目の増強
　１999年度の本部棟 WLC の開設と同時に行わ






が履修可能となった。これは全学 １ 年生の 3 割
強にあたった。さらに 2 年次の学生のためにも
週 2 回集中の Sophomore English Program（以
下 SEP）を各学部に １ コマ、計 6 コマ提供し
た。これとは別に週 １ 回の English Communi-
cation 科目を基礎・初級・中級・上級のレベル
別に提供することになった。基礎レベルはそれ










降、順 次 整 備 されていった。Chit Chat Club 
はそれまで 文 系 A 棟 の 最 も 奥 まった 場 所 に









で 意 見 交 換 をすることをめざした、 いわば






























　課 外 プログラムの 面 では、Chit Chat Club 
は授業科目の課題としてリンクさせることに
よって、利用者数はその後も安定していたが、



















































　経 済 学 部 に 続 き、WLC とタイアップして
ESP 科目を提供するプログラムは順次他学部
にも波及していった。なかでも経営学部はヨー
ロッパ、アジアでの 現 地 研 修 を 組 み 込 んだ
Global Program （GP）を実施することになり、
ここでも WLC 所属のネイティブ教員が Study 





























　まず週 2 回集中の Freshman English、Soph-
omore English は、それまでの年次指定をはず
して習熟度別とし、名称も WLC English Pro-
gram と 変 え て、Basic、Elementary、Inter-
mediate の 3 レベルに分けた。さらにそれより
も上級の集中科目として International Com-
munication を新設し、学習目標別に Academic 
と Business に分けた。






















　また2003 年 度 には 視 聴 覚 教 育 のための
CALL 教室を備えた AV ライブラリーの設備
が更新されたが、これに合わせてオンライン学










一 度 のペースでスピーキング・アセスメント 
を想定したワークショップを開催した。後述す
るように、これは2004年度から包括的に実施さ
れたが、このワークショップは IELTS の 実 施
母体である British Council から講師を呼んで
行った。この他にも教員のニーズに合わせた
テーマを設定し、Professional Development と





師も含めた WLC 科目担当教員が、 2 年に １ 回
のペースでもれなく 行 うことが 義 務 付 けられ
た。その際教員の心理的負担に配慮し、「評価
的側面」を極力排除して、「振り返り」的な側

































































































































sonal English （PE）と 名 付 けてレベル 分 けを
して配置した。テスト対策科目もこれに対応す




















































の 涵 養 は、WLC のミッションの 二 つの 柱 で
あった。しかしこの方面の取り組みは進んでい
なかったのである。そこでこの点に重点を置い












































英語は科目名を統一して English とし、 １ 年次


























になる。Chit Chat Club、English Forum 等 の










































Hutchinson,Tom and Waters,Alan （１987） En-
glish for Specific Purposes: A Learning-Cen-
tred Approach ５ -１4.
Hyland,Ken （2007） English for Specific Pur-
poses: Some Influences and Impacts Inter-
national Handbook of English Language 























































































































































































































































　基礎ゼミの効果を上げるために、 １ ゼミに １
人ずつ（学部によって異なる）、ステューデン
ト・アシスタント（以下ＳＡ）をつけることに
している。SA は通常 3 年生がなることになっ
ており、ゼミ運営において大きな役割を果たし












































まり 夢 とか 希 望 とかを 持っていないようであ
る。ある意味で現実主義なのかもしれないが、
最初から実現しないものと考えさせてはいけな















































































































































































































をすることでも 良 いであろう。質 問 されると
解っていれば、緊張感を持って授業を聞くであ






























































































　20１3年 9 月１2日、中央教育棟の 2 階にラーニ
ング・コモンズ（愛 称：SPACe）が 開 設 され
た。これに伴い、１５年近くにわたって創価大学
の学習支援の推進役となっていた教育・学習支
援センター（英語名称 Center of Excellence in 




















　SPACe という名称は、Student Performance 
Acceleration Center の 略 語 であるが、これに































ランゲージ・センター（英 語 名 称 World Lan-






































ソン 博 士（2007年）やケーガン 博 士（2003・
20１１年）を招いて講演会等を実施するなど学内
での定着化を図ってきた。











グループ演習（ １ ・ 2 年）を必修化した。また

































































表 １ 　創価大学の教育改善の取り組み（GP) 一覧

































































































　20１3年 7 月頃になると、SPACe の運用に関
する重要事項が決定してきた。第 １ に、新しく





















　図 2 は20１3年 9 月１2日 にオープンした SPACe
の見取り図である。まず WLC Self-Access Cen-
ter は、チット・チャット・クラブ（英語初級）、
イングリッシュ・フォーラム（英語中級以上）、











図 1 　SPACe のロゴ
図 2 　ラーニング・コモンズ SPACe の見取り図
 （出所）『SEED』第 ５ 号、 3 頁。
37特集論文 ｢主体的学びを促す学習支援」










































である。SPACe 開設から学生だけでも 4 か月
で１3.５万人、大学院生や教職員を合わせると述
べ１５万人が入館したことになる。学年別では、
学部利用者の 4 割を １ 年生が占めている。授業
の課題としてチット・チャット・クラブやイン
グリッシュ・フォーラムの利用を掲げている英
表 2 　月別利用者数の推移（2013年 9 月～12月）
学　部　生 院　　　生 教職員／その他 合　　　計
9　月 1585 46 212 1843
10　月 1683 44 189 1916
11　月 1951 40 185 2176
12　月 1881 37 176 2094

































































学　年 経　済 経　営 法　学 文　学 教　育 工　学 学部生合計
1年生 45.8 40.9 29.8 36.4 40.6 56.6 40.9
2 年生 23.5 23.0 27.3 25.1 20.1 21.9 23.8
3 年生 11.0 21.2 19.8 19.2 19.6 10.4 16.1
4 年生以上 19.7 14.9 23.0 19.2 19.8 11.2 18.7
合　　計 100 100 100 100 100 100 100
合計カウント数 49,752 22,879 18,387 26,724 10,062 7,303 135,782
（注）2013年 9 月12日～2014年 1 月12日までの累計入場カウント数。
表 4 　学部別・学習セミナー等の利用者数
学　　年 経　済 経　営 法　学 文　学 教　育 工　学 看　護 学部生合計
学 習 セ ミ ナ ー 100 62 80 90 99 25 4 460
レ ポ ー ト 診 断 14 18 12 40 8 3 0 95
レポートチューター 7 15 4 2 5 3 0 36
数 学 チ ュ ー タ ー 0 60 30 75 0 0 0 165
学 習 相 談 24 23 6 48 8 4 0 114
合　　計 145 178 132 255 120 35 4 869
（注）2013年 9 月12日～ 1月 7日における延べ人数。なお、学習相談にはオアシス・プログラム受講者も含んでいる。
39特集論文 ｢主体的学びを促す学習支援」



































































































































2 . 2 　プログラム科目










　（ 2 単位× 4 セメスター）
◦社会システム・ソリューション： 4 単位
　（ 2 単位× 2 セメスター）
◦チュートリアル： 8 単位
　（ １ 単位× 8 セメスター）
◦ GCP 英語：１6単位
　（ 2 単位× 2 科目× 4 セメスター）
　「プログラムゼミⅠ」（ １ 年次第 １ セメスター）
では、リーダーシップ、キャリアデザインを学





























　「GCP 英語」は、週 4 回の主にネイティブ教員
による英語授業を提供している。週 4 回のう












































る。リーダーシップの 理 解 は、「プログラムゼ
ミ Ⅱ」より 続 くグループワークにおけるリー
ダーとフォロワーの実践的な応用へと発展的に
生かされることが期待される。
























































キルの 修 得 とグループリサーチの 過 程 におい
て、以下のワークシートの提出を課している。
ワークシートは個人の課題として提出するもの










































ではなく、課 題 研 究 や PBL（Problem-Based 











































① 「プロジェクト 企 画 書」：グループリサーチ
のテーマと内容、個人の役割と担当、リサー
チ進捗計画を記入し提出する。











































































































































　GCP は 4 年間のプログラムとして設計され
ているが、入学後から 2 年次終了までの 2 年間
に授業が集中的に組まれている。GCP 開始時
の １ 年生（20１0年度入学 GCP １ 期生）は20１2


























ンズ SAPCe を開設し、 １ 日あたり延べ2000人
以上が利用している。
　GCP のラーニング・コミュニティは、空 間









ピュータ 3 台、スタッフ用コンピュータ 2 台が
備わっている。
　GCP ラウンジには、GCP の 2 年間の集中科














4 . 1  英語力
　GCP は、 2 年間週 4 回の英語授業を提供し






は５80点に対し、 2 年間の TOEIC 最高点数平
均は828点となり、248点上昇している。 2 期生





有 意 に 上 昇 していることが 推 察 されている
（佐々木、20１3）。
4 . 2 　学修到達度自己評価











































































育 カリキュラムと 創 出 されたラーニング・コ
ミュニティは、オナーズ・プログラムだけに留
まるものではなく、その知見は、広く「教育改
善」に 資 することができると 期 待 している。



















4 . 4 　キャリア進路
　20１4年に卒業した １ 期生１7名のうち、海外大
学院進学 4 名、難関公務員試験合格 3 名、国内
大学院進学１0名となった。海外大学院合格者 4
名のうち 2 名は、海外留学の経験を経ずに大学







































































































































































































2 .  今次答申の打ち出した具体的方策：アク
ティブ・ラーニングの 前 提 となる「学
士課程教育の体系化」
2 － 1 　教育課程の体系化







































2 － 2 　教育課程の体系化に関する推進体制






































































3 .  アクティブ・ラーニングを 目 指 しなが
らも、依然として教育課程の体系化を
重視している理由

































得 なかった 背 景 として、学 士 レベルにおける
「専門教育」と、同じく学士レベルにおいて戦
後形成された「一般教育」が遊離していたとい
う経緯があるので、これを 4 . に詳述すること
とする。
3 － 2 　大学組織を教育課程中心に見直す可能性










































































































































































5 .  4 年前の「学士課程答申」における言
及と今次答申との関係































　このとおり、学 士 課 程 答 申（第 2 章 第 １ 節 
学位授与の方針について）は「学士力」の内容




めた（「単 位 の 実 質 化」については 6 . におい
て後述する）。
































５ － 3 　アクティブ・ラーニングに関する記述





























５ － 4 　教育課程の体系化に関する方策

































































































6 － 1 　学修成果（アウトカム）の重視
　今次答申の「 2 . 検討の基本的な視点」では、





































































































































































































































































































6 － 6 　「学修時間」を基準とする制度から脱
却することは可能か？













































　このため（米 国 では“Competency Based 




















も、筆者が 6 － 2 の【参考】で指摘したような
問題が生じており、規制の緩和や柔軟な解釈が
求められるところである。
5 　天野郁夫、2012年、『「単位制」という謎』「IDE現代の高等教育」IDE大学協会、 2 - 3 頁 
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た。これはディープラーニングという 視 点 で
す。アクティブラーニングは学習の「形態」を


























































ゼンテーションです。 3 点 満 点 で１.9とか１.7で















































































3 種類の科目があって １ 学期で学んだことをも


















































































した。したがって、学 生 は 2 つのポイントを







れていました。「ミクロ 経 済 学」ではテキスト









































ませんよね、ということ、これが １ つ。もう １
つがブラックボックス化したゼミ・研究を開く
ということです。多 くの 大 学 で「高 次 のアク
ティブラーニング」は何ですかと聞くと、専門



































ここで提案します。 １ つの科目 A と １ つの科








（BLP）です。 １ 年次前期には、 １ クラス内に














































































































































































































































































































































































































































































































































































うなものなのかを、私 なりに 整 理 をしてみま
す。その前に、実はいつ頃から、大学改革は批
判 されているのか、大 学 は 批 判 されているの
か、ということです。私が色々と調べていきま
すと、こんな資料にぶち当たりました。それは































































































































































































　第 7 は、学 生 に 対 するフィードバックや 助
言・指導・支援が継続的に行われているかどう
かです。アメリカでは、アクティブラーニング





















































































































































































































































































































































































































































































































































している」という質問です。 １ 番と 2 番に○を
付けた方は？多数派ですね。 3 番と 4 番に○を
付けた方は？若干ですね。次は「自分の成績の
付け方に自信がある」という質問です。 １ 番と









視 する 比 率 は、0.6% でしかありません。その
ほか、大学での専攻が0.9%、推薦状も2.１% で
す。私たちの推薦状はゴミみたいなものです。































で 主 流 をなしている 訳 ではありません。例 え
ば、教育再生推進会議で出てきているのが、今
日の新聞の一面を飾っていた英語テストです。
小学校 3 年生から授業外でやって、 ５ ・ 6 年生



























































































































































































つきが出ます。せいぜい「 4 」と「 3 」や「 3 」




















































































































































































































































とを 積 み 重 ねていくということでやっていま
す。また、私たちの成果についても、もっと広

























ので、全 員 に 授 業 をやっていることになりま
す。私が最初に学生に対して「君たちは私から
指名されて発言したいとは思っていないはずだ





















The Implementation of Extra-Curricular
Programmes: TOEIC and TOEFL Intensives
in University Vacation Time
Abstract
　Recognizing the importance of responding 
to student needs, these frequently reflecting 
changes in the wider context of education and 
employment, this paper explores the need for 
extra-curricular courses, and details the expe-
rience of organizing and teaching TOEIC and 
TOEFL extra-curricular programmes for uni-
versity EFL students. In so doing, it is intend-
ed to illuminate an often-overlooked aspect of 
curriculum development at an institutional 
level; the implementation of extra-curricular 
courses, the development of which is often in-
tegral to the process of implementation, and to 
seek to identify factors influencing the suc-
cessful achievement or otherwise of the learn-
ing objectives set. Describing the processes of 
course proposal, approval, financing, student 
and teacher recruitment, student assessment 
and course evaluation, the paper then seeks to 
account for the programme’s success. Key fea-
tures that emerge as facilitating the organiza-
tional process are the devolving of responsibil-
ity to teachers, trust, and the making of 
minimal demands on the financial and human 
resources of an institution. Educational 
achievement is facilitated by a clear focus on 
student needs, a direct benefit to student moti-
vation, learning and the achievement of course 
objectives. Educational achievement is further 
facilitated by the commitment of teachers, by 
the use of technology and by the fostering of a 
purposeful and supportive environment.
Need and Instigation
　Extra-curricular programmes are common 
throughout the educational world, serving to 
supplement or make up for omissions in the 
regular curriculum of an institution. Demand 
ⅰAlex Chirnside, ⅰDaniel Sasaki, ⅱMalcolm Daugherty, ⅲFrederick Fearn
ⅰWorld Language Center, Soka University
ⅱFaculty of International Liberal Arts, Soka University
ⅲFukuoka Jo Gakuin University
Keywords: extra-curricular, course organization, course implementation, TOEFL, TOEIC, intensive 
programme, motivation, student and institutional needs
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providing extra-curricular courses as they 
seek to comply with regulations and respond 
to environmental change. In addition, institu-
tions may be required to support extra-curric-
ular programmes initiated elsewhere, and in-
volve any or all of the following: planning and 
organization, administration, funding, and 
the provision of staff and facilities.
　Finally, teachers may also be instigators of 
extra-curricular programmes. It is one of the 
roles of a teacher to both respond to needs 
demonstrated by students and to anticipate 
needs. This perception, whether gained direct-
ly from the students or from familiarity with 
the wider world of education and employment, 
can be an important impetus to the develop-
ment and implementation of extra-curricular 
courses. Indeed, teachers are frequently the 
primary instigators and supporters of such 
courses, identifying needs, alerting the ad-
ministration, and making suggestions for cur-
ricular change.
　Despite the above noted widespread preva-
lence of extra-curricular offerings, literature 
dealing with the organizational processes in-
volved and seeking to identify features influ-
ential in programme success or otherwise is 
relatively scarce. This paper, therefore, seeks 
to address this shortcoming by examining the 
development and implementation of two extra-
curricular courses, summer and winter TOE-
FL and TOEIC intensives, provided by the 
World Language Center (WLC) at Soka Uni-
versity. In doing so, the paper also seeks to 
judge the programme through the eyes of its 
students, those stakeholders most engaged, 
and to determine whether they regard it as 
one meeting their needs. 
may exist but a course is not offered. A pro-
posed course may not meet the minimum quo-
ta set for enrolment. A course may exist. How-
ever, demand may exceed the places available 
or curriculum conflicts prevent students en-
rolling. Additionally, students may wish to en-
rol once again to further enhance their knowl-
edge or skills. Extra-curricular courses also 
provide an opportunity to circumvent the ri-
gidity of a fixed curriculum, often monitored 
by central government bureaucracies. In Ja-
pan, once a curricular cycle has been negoti-
ated between a university and the Ministry of 
Education, Culture, Sports, Science and Tech-
nology (MEXT), no changes are permitted un-
til the next curricular cycle—usually four to 
five years. On occasion, courses are acciden-
tally left out of a curriculum or national stand-
ards modified. In these cases, extra-curricular 
classes can be used to overcome deficiencies, 
fulfil requirements and meet changing needs. 
　In the instigation of extra-curricular pro-
grammes three primary stakeholders can be 
identified: the students, the institution, and 
the teachers. The students are the beneficiar-
ies of a course and often act as instigators. 
They may identify knowledge and skills need-
ed for the achievement of future goals, or sim-
ply of interest, and not available in the regular 
curriculum. They may then enquire through 
official and unofficial channels as to how these 
needs and interests can be met. By so doing, 
they create an impetus for course creation. 
　An institution, or a department, may also be 
an instigator. As plans for short- and long-
term goals are developed, courses may be test-
ed prior to implementation. Institutions are 
also influenced by external factors such as 
governmental ministries, economic conditions, 
employers, and other educational institutions, 
104
nese government has responded with a series 
of initiatives to reform the teaching of English 
throughout the educational system from pri-
mary to tertiary levels. In an Action Plan to 
Cultivate Japanese with English Abilities, 
MEXT addresses English levels desirable in 
Japanese nationals to be attained in junior 
and senior high schools. Additionally, in order 
to achieve ʻEnglish levels desirable in person-
nel who work in an international community’ 
the Plan requires that ʻeach university should 
set achievement goals in order to cultivate per-
sonnel who can use English in their profession’ 
(MEXT, 2002).
Institutional
　In the mid- to late-1990s, within the above 
context, Soka University expanded its over-
seas exchange programme, a response to a 
rapidly changing international educational 
environment; a global knowledge economy of 
increasing student mobility (Gürüz, 2008) and 
academic globalization, a ʻfree trade in minds’ 
(Wildavsky, 2010) in which both Soka Univer-
sity and its students wished to participate. 
However, a stipulation for a student to be ac-
cepted for most exchanges was a score of 500 
or more on the paper-based TOEFL (PB TOE-
FL). As Soka University did not offer TOEFL 
preparation courses within the regular cur-
riculum, students were unfamiliar with the 
test and few were able to attain the scores re-
quired. In 2001 the opening, in California, of 
Soka University of America to which many 
students at Soka University in Japan wished 
to apply, compounded this situation. Accept-
ance also required a score of 500 PB TOEFL 
or 173 on the Computer-Based TOEFL (CBT).
　Of further concern were course offerings 
within the WLC, and restrictions on language 
Context and Response
　The summer and winter intensives at Soka 
University have been offered every year since 
summer 2000, a response to needs demon-
strated by the students and recognized by 
teachers and the university’s administration. 
The university, however, and its students, do 
not exist in a vacuum. It is then appropriate, 
briefly, to consider the wider context within 
which these initiatives arose. 
International
　Of the influences that can be identified, one 
stands out—that of globalization, a process 
that in recent years has affected cultures (Ap-
padurai, 2001), economies, commerce and 
competitiveness (Boudreaux, 2008), as well as 
the world of higher education (Suarez-Orozco, 
2001). It is a world in which business and gov-
ernments value ever more highly the role of 
tertiary education in an increasingly competi-
tive, technological, and knowledge-based in-
ternational economy (Stromquist, 2002). As a 
result, the world of higher education has itself 
become increasingly commercialized, competi-
tive and international, responding to the flow 
of capital and students, the needs of commerce 
and industry, and the calls of governments 
(Bok, 2004; Slaughter & Leslie, 1999; Slaugh-
ter & Rhoades, 2009). These developments 
have in turn been accompanied by the growth 
of English as an international language (Crys-
tal, 2003; Graddol, 1999, 2006), the use of 
English as a lingua franca (Jenkins, 2007) in 
business, commerce, politics, science, technol-
ogy, and in higher education. Consequently, in 
an effort to maintain the competitiveness of 
Japan on the international stage, the Japa-
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intensive TOEFL course during the summer 
break. Permission was granted by the univer-
sity with the stipulation that the course be 
self-financing, and that, beyond the provision 
of minimal administrative support, notably 
the collection of fees, the provision of facilities, 
and the payment of salaries, the course was to 
be administered and organized by the teach-
ers themselves. Successful conclusion of the 
summer intensive led to a winter intensive 
with a focus on the Test of Written English 
(TWE), newly introduced as part of TOEFL in 
autumn 2000. This dual format has evolved 
into a Winter Intensive offering iBT Writing 
and TOEIC tracks, and a Summer Intensive 
offering iBT (Listening/Reading/Speaking) 
and TOEIC tracks (Table 1). 
The Organizational Process
　The following describes the implementation 
of a typical summer intensive. The chronologi-
cal order, however, is the same for both sum-
mer and winter courses. The process opens 
early in the semester with preliminary discus-
sions between the intensive course coordinator 
and the WLC office. Contact between the WLC 
office and teachers who assist the course coor-
dinator is the only area in which the universi-
ty administration is involved. The preliminary 
discussions take place in late April or early 
May and deal with dates, classrooms, the 
times and locations for orientation sessions, 
estimation of enrolment, and availability of 
teachers. Provided the courses fall within the 
parameters previously agreed no permission 
is needed from the university. The main re-
quirements are that the courses be self-financ-
ing, and consist of 24 ninety-minute periods of 
instruction, inclusive of pre- and post-course 
study imposed by some academic departments. 
Within the WLC primary focus was given to 
general communication courses with writing 
only offered to advanced level students. No 
preparation classes for external examinations 
were provided, a significant handicap for stu-
dents wishing to study overseas. Additionally, 
some students were only able to take designat-
ed courses related to their major areas of 
study, for example, business English. For stu-
dents wishing to pursue personal goals, there 
was then a need for courses supplemental to 
those then on offer. The university adminis-
tration became aware of the need for TOEFL 
specific courses as students failed to qualify 
for the exchange programmes. Students una-
ble to meet the requirements also raised the 
issue, as did teachers providing out of hours 
assistance. Additionally, unofficial records 
comparing the TOEFL-ITP scores of incoming 
freshmen with scores at the end of their first 
year of study revealed no significant increase. 
That is, the English communication courses 
offered were ineffective in building skills re-
quired to achieve a satisfactory TOEFL score. 
However, due to a fixed curricular cycle, one 
monitored by MEXT, it would be three years 
before new courses could be initiated. 
　Students began to seek assistance to pre-
pare for TOEFL, teachers tutoring individu-
als in their offices. Additionally, in the spring 
of 2000, one teacher was allowed to offer TOE-
FL preparation in normal class time by chang-
ing the content of two sections of an existing 
course. However, the level (elementary), the 
year (freshmen), and the limited registration 
(a total of 48) did not include most students 
with a pressing need for TOEFL preparation. 
Consequently, that spring, two part-time 
teachers proposed to offer an extra-curricular 
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however, does not guarantee a teaching place. 
The number of classes cannot be finalized un-
til shortly before the intensive begins.
　To lighten the preparation and teaching 
load, teachers are usually asked to specialize 
in one skill area Consequently, a teacher can 
normally expect to teach one lesson a day to 
four different classes. As an example, in the 
summer of 2010, there were 122 students (96 
iBT, 26 TOEIC) in 7 classes: one TOEIC, two 
upper-level iBT, and two lower-level iBT (Ta-
ble 2). The four lower level classes had four 
teachers, each specializing in one skill area 
and teaching one lesson each day to all four 
classes. The TOEIC class had one teacher for 
both listening and reading. The two upper-
assessment.
　In late May, a written proposal is submitted 
to the WLC Coordinators’ Committee com-
prised of the WLC Director, Deputy Director, 
and teachers with administrative responsibili-
ties. The proposal details the time, location, 
general content, projected numbers, basic or-
ganization, and staffing of the intensive. Per-
mission to proceed has never been refused. 
Following receipt of permission, faculty are of-
ficially approached and asked if they wish to 
participate. In the past, recruiting staff for an 
in-vacation course was sometimes problemat-
ic. In recent years, however, a small core of 
faculty has formed. In late May, faculty are of-
fered a provisional teaching slot. The offer, 
Table 1. Soka University Summer and Winter Intensive Course Statistics 2000-2010
Intensive Year Type Students Credits* Teachers 
Summer 2000 PB TOEFL (TOEFL-ITP) 36 N/A 3
Winter 2001 TWE Writing 49 N/A 3
Summer 2001 PB TOEFL (TOEFL-ITP)  79* N/A *
Winter 2002 TWE Writing  53* N/A *
Summer 2002 PB TOEFL (TOEFL-ITP) 49 N/A 3
Winter 2003 TWE Writing 44 N/A 3
Summer 2003 PB TOEFL (TOEFL-ITP) 115 N/A 5
Winter 2004 TWE Writing 42 N/A 3
Summer 2004 TOEFL CBT 123 77 4
Winter 2005 TWE Writing 40 31 3
Summer 2005 TOEFL CBT 112 54 4
Winter 2006 TOEFL CBT 42 20 2
Summer 2006 TOEFL CBT 74 42 3
Winter 2007 iBT Writing / TOEFL-ITP 60 41 4
Summer 2007 iBT (Listening / Reading / Speaking) / TOEFL-ITP 162 95 7
Winter 2008 iBT Writing / TOEFL-ITP 60 33 4
Summer 2008 iBT  (Listening / Reading / Speaking) /TOEFL-ITP 156 98 7
Winter 2009 iBT Writing /TOEFL-ITP 61 59 4
Summer 2009 iBT (Listening / Reading / Speaking) / TOEFL-ITP 150 90 7
Winter 2010 iBT Writing / TOEIC 67 49 4
Summer 2010 iBT (Listening / Reading / Speaking) / TOEIC 122 31 7
Totals 1658 720 63
* The option of a credit for the courses was introduced in 2004
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to subsidize a loss-making winter one.
　The final part of the organizational process 
involves the allocation of students and teach-
ers to classes. There are usually around 150 
students in summer and 60 in winter, but, as 
these figures cannot be guaranteed, planning 
is a fluid process. The two variables of number 
of students enrolled and the ratio of TOEIC to 
IBT students are wild cards. The final act is to 
update the intensive website by posting class 
lists, class schedules, classroom and teacher 
allocations, and information as to where and 
when the opening ceremony will be held.
Assessment and Evaluation
　Very early in a short course it is essential to 
form as comprehensive a picture as possible of 
student ability in order to present a course of 
instruction of an appropriate level, one mak-
ing use of suitable materials, instructional 
techniques and activities. Additionally, it is 
equally important that there exist means of 
continuous assessment informative of student 
learning and needs. Only by so doing can a 
programme adjust itself quickly to a student 
body and teachers refine their practice. Fur-
thermore, there should exist a means by which 
the effectiveness or otherwise of a programme 
might be evaluated and areas for improvement 
level iBT classes had two teachers, each spe-
cializing in two skills. 
　In the middle of June, posters are put up 
around the university and fliers distributed by 
WLC teachers in class. These give basic de-
tails such as dates, focus, cost, and the times 
and locations of orientation sessions. The 
course coordinator conducts two orientation 
sessions in early July. The two tracks, TOEIC 
and TOEFL, and their general content are de-
scribed, teachers named, conditions for entry 
detailed, and method of payment explained. 
For entry to the iBT course a minimum ITP or 
TOEIC score is set. The TOEIC course is open 
to everyone. Students are informed of the op-
tion to obtain a credit. 
　Although the courses are self-financing, stu-
dents paying for both tuition and textbooks, no 
profit is expected. Fees are collected electroni-
cally on a machine called Papyrus Mate with 
the deadline for payment kept as late as pos-
sible. Only when the deadline has passed can 
the coordinator determine how many students 
have enrolled and how many classes can be 
formed. To break even an average of fifteen or 
sixteen students per class is required. Often, 
in summer, this number is exceeded with the 
university absorbing any profit thus incurred. 
There is, however, an unwritten agreement 
that a profit-making summer course is allowed 
Table 2. 2010 Summer Intensive Class Organization









by two or more teachers with scores compared 
for consistency and inter-rater reliability. 
Marking is done immediately, one section of 
the test being marked while students complete 
another section. The aim is to get final grades 
to students with minimal delay.
　In addition to formal assessment proce-
dures, teachers and students benefit from in-
formal assessment that is a constant through-
out the course. Class sizes are relatively small 
permitting the teachers to gain an under-
standing of the abilities and needs of individu-
al students. Much time is spent with students 
working in pairs and groups, the teachers 
monitoring and assisting where appropriate. 
It is an approach that encourages students to 
support each other, the excellent working rela-
tionships formed visible during student-stu-
dent feedback sessions. This sharing of knowl-
edge and provision of support creates a positive 
learning atmosphere, each student another 
teacher in the class, allowing the teachers 
time to monitor and attend to individual 
needs. 
Homework
　All teachers assign homework daily. It is an 
essential element of the programme; vital to 
the achievement of course aims, continuous 
assessment, and as a tool informing classroom 
practice. It provides the teacher with a daily 
means to assess progress, for students to as-
sess their own progress, and is a valuable 
source of material for review and further 
learning. All homework is marked on the day 
handed in, frequently in the lesson. Feedback 
is provided promptly, during class, after class, 
or by email, and may take the form of individ-
ual guidance or all class feedback. 
　The amount of homework has to be balanced 
identified. 
Student Assessment
　Assessment begins at registration. Students 
are asked for their most recent or highest pro-
ficiency score on the TOEFL-ITP, TOEFL iBT, 
or TOEIC test. Scores are used to allocate stu-
dents to class. Additionally, on the first morn-
ing, students take a TOEFL or TOEIC style 
pre-test to verify placements. The results will 
also be used to make a comparison with end of 
course test scores to assess individual pro-
gress and to evaluate the course—the degree 
to which the intensive has achieved intended 
learning outcomes.
　Continuous assessment is based on daily at-
tendance and homework. Attendance is cru-
cial, one day of absence accounts for 6 hours of 
missed instruction, 16.6 per cent of total 
course time. Absence also means a student is 
unlikely to complete homework, assigned daily 
by each teacher and a core component of the 
programme. Attendance and marks for home-
work are reported to the course coordinator 
daily and entered that day onto Gradekeeper, 
a grade book programme available online. 
Students are then able to check their grades 
daily online. Quizzes may also be used but, 
with limited teaching time, are optional. 
　On the afternoon of the final day, students 
take an end-of-course test to assess their abil-
ity to utilize the knowledge and skills empha-
sized during the course. The final test for 
TOEIC is a complete test taken from a TOEIC 
textbook, grading facilitated by the use of scan 
cards. For the summer and winter TOEFL 
courses sections of a textbook TOEFL test are 
used together with original materials pre-
pared by the teachers. All tests are corrected 
by the teachers, essays and speeches graded 
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Nevertheless, it is excessive, as the students’ 
own perceptions reveal (Table 3) with 21.5% 
finding the amount ʻ Too much’ and 3.7% ʻ Much 
too much’. These were, in the main, less ad-
vanced students and call for the programme to 
give more thought to lower level classes, ad-
mission criteria, expectations held, demands 
made, materials used and teaching approach 
employed.
The Use of Technology
　Throughout the programme, technology 
plays an important role in facilitating assess-
ment, monitoring, guidance, and learning. 
Students have full use of the university’s 
CALL rooms. The facilities permit the teacher 
to access individual student’s screens and offer 
guidance as required. Additionally, the facili-
ties permit whole class instruction. Thus, the 
writing teacher is able to provide timely feed-
back on an individual and class basis, instruct 
students on particular items to be focused 
upon, and give instruction on how to provide 
each other with targeted and appropriate feed-
back. For teachers of speaking, a Soft Record-
er programme enables students to record their 
speeches and submit these directly to a teach-
er. Additionally, the teacher is able to listen to 
against the intensive nature of the course and 
students’ perceptions of value. According to 
feedback (Figure 1), the majority average 2-4 
hours of homework a day. Students in more ad-
vanced classes in general spend less time than 
students in lower level classes. Student per-
ceptions of the amount of homework during 
the Summer Intensive 2010 are presented in 
Table 3. Overall 57% felt the amount of home-
work was ʻAbout Right’, and 16.8% felt there 
was ʻToo Little’. That is, a majority (73.8%) did 
not find the homework demand excessive or 
unmanageable. The figure of 5 hours (Figure 
1) for some lower-level students is a reflection 
of a number of factors; the difficulty of the 
course, the expectations of the teachers, and 
the expectations students have of themselves. 
 
Figure 1.  Average Hours Spent on Homework Each 
Night (Summer Intensive 2010)
Table 3: Student Perceptions of Daily Homework (Summer Intensive 2010)
Much too 
much Too much About right Too little No h/w best
TOEIC Purple 2 9 7 1 0
iBT Red 0 0 2 11 0
iBT Blue 0 1 8 3 0
iBT Yellow 0 3 9 1 1
iBT Orange 1 4 9 1 0
iBT Pink 0 2 13 1 0
iBT Green 1 4 13 0 0
% of respondents 3.7% 21.5% 57% 16.8% 0.9%
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lessons taught on specific sections of the tests 
based on a 5-point Likert scale. Boxes are pro-
vided for additional comments, providing use-
ful feedback to individual teachers and per-
ceptions of the course in general. The second 
section deals with homework. Remaining sec-
tions ask students their reasons for taking the 
course, ways to improve the course, and sug-
gestions for new courses. In summary, the 
questionnaire provides evidence for continua-
tion and revision of the programme.
　Results from end of course surveys (Figure 
2) reveal a high level of student satisfaction. 
Throughout the years, significant numbers 
have stated that they were ʻextremely’ satis-
fied. When this number is combined with 
those who were ʻvery’ satisfied, the result is an 
overwhelming majority more than satisfied. 
That is, students do find the programme one of 
value, one meeting their expectations and 
needs. The survey results make a strong case 
for continuation of the programme. 
Accounting for Success
　The programme is successful. Self-financ-
ing, it has grown in size and receives high 
rates of approval. Primarily, however, success 
is to be measured by the increase in the TOE-
each individual student as he or she practises 
a speech. Once again, this permits direct and 
timely assistance. Above all, however, the fa-
cilities enable students to hear their own at-
tempts to answer TOEFL type questions. Such 
self-assessment, and the sharing of work with 
peers, is invaluable in raising student aware-
ness of the demands and difficulty of the 
speaking task, and their own weaknesses. In 
short, the CALL room system is an effective 
tool facilitating the teaching and learning ex-
perience, enabling the teacher to monitor, as-
sess and guide individual student develop-
ment, and enhancing student self-assessment 
and peer-to-peer assistance.
　A further advantage of technology is the ac-
cess this provides students to monitor their 
grade, and the effect of this on their engage-
ment. For each intensive a new website is cre-
ated and, each day, as previously noted, the 
course coordinator collects all attendance and 
homework scores, enters these into Grade-
keeper and uploads to the Internet. Conse-
quently, students are able to view their pro-
gress at any time. This many of them do. 
Additionally, access to grades is important at 
the end of the course. Students will need to 
decide whether or not to accept credit for the 
course.
Course Evaluation
　At the end of the course students complete a 
course evaluation questionnaire. This seeks to 
determine how successful the programme has 
been in achieving the learning goals set, fo-
cusing on whether the students themselves 
feel that the programme has increased their 
understanding of the TOEFL and TOEIC 
tests, and enhanced test specific skills. In the 
first section, students rate the usefulness of 
 
Figure 2. Programme Approval Ratings 200５-2010
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the programme’s success are the students. 
Self-selected from a student body of approxi-
mately six thousand, those taking the pro-
gramme are a small percentage. Furthermore, 
the students must pay, the courses are option-
al, and are held in vacation time. Consequent-
ly, it is reasonable to conclude the students are 
committed. The high level of attendance sub-
stantiates this, as does the high level of com-
pletion and standard of homework. Student 
motivation, widely acknowledged for its influ-
ence on learning (Dörnyei, 2001; Dörnyei & 
Schmidt, 2001; Pintrich & Schunk, 1996; Wil-
liams & Burden, 1997), is a significant factor.
　Influencing student choice as to whether to 
enrol are personal perceptions of need. Un-
doubtedly these have been influenced by a 
curricular move within the WLC to place 
greater emphasis on English for academic pur-
poses (EAP). Compounding this has been the 
expansion of the exchange programme and the 
requirement for a demanding TOEFL score. 
Many students wish to study and travel over-
seas. Consequently, their motivation to enrol 
is an extrinsic one, as it is for those with an 
eye to future employment. Many employers in 
Japan now ask for TOEFL and TOEIC scores. 
Additionally, many students enjoy learning 
languages, their motivation primarily intrin-
sic. Surprisingly, the offer of a credit does not 
appear to be an incentive. The number choos-
ing not to accept a credit (Table 1) is indicative 
here. 
　Whether for access to the university’s ex-
change programme, for graduate study over-
seas, travel, employment, or enjoyment, the 
programme serves the extrinsic and intrinsic 
needs of a large number of students who make 
full effort to avail themselves of the opportu-
nity provided. Undoubtedly, whatever the 
FL and TOEIC scores on pre- and post-course 
tests (Figure 3 & 4). 
　Across the skill areas the majority of stu-
dents show improvement, all the more impres-
sive given the short nature of the courses. 
Success is also to be measured by the results 
of students subsequently taking the actual 
tests themselves. Some have informed teach-
ers of their success, others have demonstrated 
it by admission to the university’s exchange 
programme and by study overseas on gradua-
tion.
Student Motivation
　Foremost among the factors accounting for 
 
Figure 3.  iBT Summer Programme Pre & Post Test 
Scores 2007-2010




implementation of the programme as it is to-
day. It is one for which they have a definite 
sense of ʻownership’. With the exception of sup-
port from the WLC’s office personnel, the pro-
gramme operates independent of the wider 
university administration whose involvement 
is primarily with finance–the receipt of course 
fees and payments to teachers. It is a situation 
in which trust has contributed much, permit-
ting teachers to exercise control over course 
organization, student recruitment, class-size, 
teacher-student ratio, materials, assessment 
and evaluation. This delegation of responsibil-
ity by the university has permitted the teach-
ers to make full use of their professional train-
ing and expertise to initiate and deliver a 
programme in direct response to needs dem-
onstrated by students and the university it-
self. It has also meant that administrative and 
educational issues can be addressed and re-
solved quickly within the small team. Above 
all, teachers have been able to focus upon the 
classroom: course content, instructional tech-
niques and learner outcomes. It is a pro-
gramme in which the teachers as stakeholders 
have invested themselves. 
The Teachers
　The knowledge, skills and commitment of 
teachers are essential ingredients in any pro-
gramme’s success. Here the programme has 
been fortunate. The teachers are committed—
the programme something they have chosen to 
do, have organized themselves, and have given 
up part of their vacation to teach. The hours 
are long, classroom contact daylong, the mark-
ing load heavy, and contact with the students 
out of class a part of the programme. The 
teachers are a small group, respect each oth-
er’s contributions and strengths, work well to-
source of motivation and commitment, the pro-
gramme has benefitted.
Organizational Factors
　Among organizational factors accounting 
for the programme’s success two primary fea-
tures stand out: the holding of courses in vaca-
tion time and the delegation of responsibility 
to the teachers. Because the courses are held 
in vacation time, there are no scheduling con-
cerns, no timetable conflicts. Neither teachers 
nor students have other academic commit-
ments. Isolated from the wider student body 
and the demands and influences of friends, 
clubs and major subjects of study, the students 
are free to concentrate on English in an envi-
ronment encouraging them to do so. Only Eng-
lish is used throughout the week: both in and 
out of class, for teaching, socializing and ad-
ministration. For the majority this is their 
first exposure to such immersion. It is de-
manding and exhausting, but it is a situation 
they respond to. Outside of the scheduled 
classes, facilities are available well into the 
evening. The students are to be found complet-
ing their homework, developing their skills, 
and working together in English. The teachers 
are equally engaged for, with few other com-
mitments, they are able to devote the time and 
energy required by such an intensive pro-
gramme. Each evening one or more teachers 
are scheduled to be available to assist and so-
cialize. This is all conducive to a cooperative, 
focused and supportive learning experience.
　The second feature identified above, the del-
egation of responsibility to the teachers, should 
not be underestimated. From the outset the 
teachers have been responsible for every as-
pect of the programme, from the initial pro-
posal to the development, organization and 
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bring their own respective strengths to the 
programme. It is this variety and breadth of 
expertise that is of importance. 
‘Market’ Focus
　Another reason for the programme’s success 
is its very specific focus: preparation for the 
TOEFL and TOEIC examinations. Students 
take the courses because success in these ex-
aminations meets a variety of their needs. 
That is, it is a programme with a ʻmarket’ fo-
cus, one that directly addresses the needs of 
its clientele. For the majority, the courses pro-
vide a focused introduction to the examina-
tions, to individual question types, and to ex-
amination specific skills and exercises. It is a 
focus the students wish for, are fully informed 
of, and commit themselves to. Additionally, 
the programme addresses needs insufficiently 
catered for within the WLC. To acquire a high 
level of speaking and writing skills in a second 
language requires considerable exposure and 
practise, something rarely achieved in one or 
two classes a week over a semester. Further-
more, in Japan there is little exposure to Eng-
lish outside the classroom, little opportunity 
to build and practise skills. Moreover, when 
exposure has to date been to the general Eng-
lish taught in high school, students may have 
had little or no exposure to the demanding and 
academic nature of the TOEFL iBt, to the 
skills required to write a logical discursive 5 
paragraph essay or to complete academic 
speaking tasks within tight time constraints. 
This is a situation compounded at Soka Uni-
versity where, for nearly all students, major 
areas of study are conducted entirely in Japa-
nese. The intensive courses directly address 
these shortcomings and student needs.
gether, and are willing to accommodate chang-
es necessitated by family and other 
circumstances. There is little doubt that the 
quality of teaching and smooth administration 
of the programme has benefitted substantially 
from the close working relationships and pro-
fessionalism the teachers have brought to the 
programme.
　One particular feature that has benefitted 
the quality of teaching has been the assign-
ment of teachers to teach one specific skill 
area. This has enabled the teachers to build 
expertise in that area, improve classroom 
practice as they benefit in one lesson from pre-
vious lessons, and focus their efforts in a way 
that would not be the case if preparing and 
teaching all skills. This benefit is passed on in 
the quality of teaching and by providing a 
source of authority to which the students can 
turn for assistance. As the classes are divided 
by ability, this also allows the teachers to ad-
just their teaching—their pace, explanations 
and activities— to the particular level of the 
individual class. As Littlejohn (2001) noted, 
how classes are organized can directly impact 
on student motivation and learning. By being 
ʻsensitive to the psychology of language learn-
ing’ (Littlejohn, 2001, p.7) in programme or-
ganization, and adjusting lesson content and 
demands to student abilities, weaker students 
are able to achieve a sense of success, able to 
build their competence, confidence, and com-
mitment. 
　An additional strength is the use of both na-
tive and non-native speaker teachers. Howev-
er, rather than whether a teacher is a native or 
non-native speaker, what is clearly of benefit is 
that, by rotating teachers through the classes, 
the students benefit from the teaching and lin-
guistic skills of a variety of teachers who all 
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when conducted at what may appear to be an 
unlikely time of year, university vacation time. 
The experience at Soka University indicates 
that where an institution has trust in its 
teachers, and is prepared to devolve responsi-
bility, this can facilitate the smooth running 
and organization of a programme. Such will-
ingness emerges as more likely where extra-
curricular courses make minimal demands on 
the financial and human resources of an insti-
tution, and where teachers have the requisite 
skills required to meet administrative de-
mands, most notably for record keeping, stu-
dent assessment, and course evaluation. The 
motivation of the students themselves, wheth-
er intrinsic or extrinsic, is also to the fore. 
Where students are self-selected, fully in-
formed of the nature of a programme, perceive 
that programme as having focus and meeting 
their particular needs, they are likely to be 
motivated and committed. Additionally, where 
this commitment is supported by a teaching 
staff willing to invest themselves and their 
time in a programme, to co-operate closely 
with each other and give time to the students, 
the programme is likely to achieve the learn-
ing goals set. This, we believe, has been so 
with the extra-curricular courses at Soka Uni-
versity.
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part of higher education: an opportunity for 
students to conduct cutting-edge research 
overseen by a supervisor. Professors also 
believe that it contributes to the moral 
development of students’ character and to fit 
into  Japanese  society.  However,  several 
factors make the operation of this traditional 
research system difficult. Excessive subdivi-
sion of disciplines and universal access to 
higher education, professors’ insistence on 
academic accomplishments at the expense of 
students’ independence of mind, and the 
present grade evaluation system of under-
graduate research which depends on the 
decision of a single professor do not assure 
quality in education. This paper investigates 
the problems of undergraduate research and 
proposes three basic improvements: （i） to 
establish a clear criterion of evaluation, （ii） to 
introduce project-based learning to raise 
students’ independence of mind, and （iii） to 
give students opportunity to experience 
cross-disciplinary research. The successful 
implementation  of  this  reform  plan  will 
































































































































































































































































































































































































































ルの 違 いを 表 す SLGE（Steal、Learn、Get、










表 1 　SLGE モデル
高等教育制度の段階 エリート型 マス型 ユニバーサル型
教師像 教授、師匠 大学教師 友達教師（パートナー）























学では、モード １ からモード 2 への移行として
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Changes in Japanese university students’ 
metacognitive knowledge of writing skills 
and awareness as writers
Abstract
　In this qualitative research, Japanese uni-
versity students’ metacognitive knowledge of 
Japanese and English writing skills was 
examined through a questionnaire. In an Eng-
lish course for engineering students, a social 
networking site, Facebook, was introduced as 
an online learning platform. The participants 
were assigned to read news articles in both 
Japanese and English on the same topic and 
write summaries in either language over a 
semester. All the students were first-year stu-
dents enrolled in academic courses, and some 
students were also taking a Japanese composi-
tion class. In the English class, writing skills 
were not explicitly taught while writing in-
struction was provided in Japanese classes. 
This article discusses the results of question-
naire research which indicate learners’ devel-
opment as writers and reveal gaps in students’ 
metacognitive knowledge of English writing 
skills. 
Introduction
　Considering the current move to interna-
tionalize tertiary education in Japan, academ-
ic writing skills courses in English are increas-
ingly necessary for students at all levels of 
English language proficiency. In many cases, 
Japanese university students are not equipped 
with essential writing skills in English (Taka-
matsu, 2006). English for Academic Purposes 
(EAP) courses include academic writing skills; 
however, these courses often target students 
with intermediate or higher English language 
(L2) proficiency. Due to the increasing demand 
for high Test of English for International Com-
munication (TOEIC) scores from businesses, 
freshmen are often required to take TOEIC 
preparation courses. In addition to the TOEIC 
test preparation, freshmen should be encour-
aged to learn academic English as well. Fresh-
men possess enormous potential to achieve 
Eri Fukuda
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they have been exposed to is primarily from 
textbooks and preparatory materials for uni-
versity entrance exams. Therefore, along with 
English writing instruction, Japanese learn-
ers may benefit from more varied L2 sources 
to improve their L2 writing skills. 
　L2 language input required for students 
varies depending on their fields of study (Dud-
ley-Evans & St. John, 1998). For example, sci-
ence and technology students need to read the 
latest articles to keep up on current advances 
in their fields. However, field-specific L2 read-
ing would be too demanding for learners at the 
beginner level. Thus, L1 texts may be able to 
provide learners with background information 
so that students may better understand their 
L2 equivalents, as Cook (2001) claimed the 
use of L1 helps learners obtain knowledge 
shared across languages. 
　For English for Specific Purposes (ESP) 
courses, Marco and Pueyo (2006) suggested 
the use of the Internet in instruction because 
the Internet allows learners to access authen-
tic and updated information at the same time 
as it provides a platform for learners to pub-
lish their work. In addition, the creation of au-
dience of the writing (Godwin-Jones, 2003) 
and an increase in the learner’s awareness of 
an audience of the writing (Dippold, 2009) 
were often highlighted.
　Magnifico (2010) claimed that learner 
awareness of the audience could connect the 
sociocultural and cognitive perspectives of 
writing. The roles of the audience are twofold: 
to elicit background knowledge from the writ-
er to accommodate readers’ interest, and to 
provide feedback which helps writers to see 
whether their meaning is being communicated 
to the audience and if they are conforming to 
the writing norms in their community. In con-
success as language learners and should be 
provided with ample opportunities to explore 
possibilities for growth for both careers and 
studying overseas. Therefore, more chances to 
read and write academic texts should also be 
offered to lower-level L2 learners. The current 
research utilized a social networking site 
(SNS), Facebook, to facilitate reading and 
writing activities and observed how students’ 
metacognitive knowledge changed. 
Review of Literature
　Krashen (1984) argued that novice L1 writ-
ers are categorized into two types: blocked and 
remedial. Blocked writers have developed 
knowledge on how language should be written 
to make it comprehensible to the reader. This 
knowledge can be gained through pleasure 
reading; however, blocked writers cannot uti-
lize this knowledge because of a lack of organ-
ization skills in writing. Remedial writers do 
not possess either knowledge or skills. The de-
terioration of the overall level of Japanese stu-
dents’ L1 literacy skills has recently been seen 
as a serious problem (Takamatsu, 2006), 
which suggests learners have been receiving 
less L1 knowledge and skills to transfer to L2 
writing based on the schema theory (Fung, 
Wilkinson, & Moore, 2003). 
　When Krashen’s (1984) theory is applied to 
second language writing, many beginner level 
Japanese university students could be classi-
fied as remedial writers who have not absorbed 
adequate linguistic input to verbalize ideas 
nor become proficient in writing skills fostered 
by instruction given in L1. The Japanese and 
English writing instruction students receive is 
often limited in both secondary and tertiary 
education (Okabe, 2004), and the L2 input 
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search seeks to provide a possible way to im-
prove the metacognitive knowledge of writing 
skills of second language learners who receive 




　The study was conducted in a required fif-
teen-week English course at a private univer-
sity located in western Tokyo. The focuses of 
the course were English communication and 
presentation skills. In this class, writing skills 
were not explicitly taught, which means the 
instructor did not provide information such as 
the writing process, text organization, or writ-
ing topic and supporting sentences. The par-
ticipants were 22 freshmen, 2 females and 20 
males, who are majoring in engineering. Their 
English language proficiency was at the be-
ginner level at the time of the study. Their 
TOEIC scores are below 280, which corre-
spond to A1 to A2 in the CEFR levels. 
Procedure
　Questionnaires were administered at the 
beginning and the end of the spring semester. 
The students were told that agreeing or disa-
greeing to participate in the research would 
not affect their grades, and their responses to 
the questionnaires would be kept anonymous. 
The data was collected with the consent of all 
the participants. The time period to answer 
the questionnaire was 10 minutes. One par-
ticipant did not complete the post-assessment; 
thus, the number of respondents decreased to 
21.
trast to an individualistic view of writing 
where writers go through the writing process 
by themselves, through an online community, 
writers structure their thoughts based on 
their perceptions of readers’ preference, and 
attempt to gain membership in the community 
by following the writing practices shared in 
the group.
　A recent Internet tool used to create a vir-
tual community is SNS. According to Kabilan, 
Ahmad, and Abidin (2010), the most widely 
used SNS in general is Facebook. Also, Shih 
(2011) stated, ＂Among… social networking 
sites [such as MySpace, YouTube, Flickr and 
Twitter], the features, interface, and popular-
ity of Facebook make it an effective tool＂ (pp. 
830-831). 
Purpose of the Study
　The purpose of the current research was to 
observe whether and how Japanese students’ 
metacognitive knowledge would evolve when 
writing skills were not explicitly taught in an 
English communication class though frequent 
reading and writing tasks were assigned with 
the requirement of sharing the articles and 
writing on Facebook. The students were con-
currently enrolled in other academic courses, 
including, for some students, Japanese compo-
sition classes where they were explicitly taught 
L1 writing skills; therefore, another purpose 
of this research was to observe students’ over-
all change in their awareness as writers. 
　As mentioned earlier, L2 linguistic written 
input is limited in Japan’s English language 
classrooms, and writing instruction is not em-
phasized in many institutions in Japan. Ac-
cordingly, by employing Facebook to improve 
students’ L2 writing skills, the present re-
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ers were required to find articles from differ-
ent websites. 
　Once the students found their articles, they 
were asked to post the links of the articles on 
Facebook. Then they posted two types of texts: 
a summary of the two articles, which described 
main points of each, and another summary 
which pointed out the similarities and differ-
ences between them. Since the learners’ L2 
proficiency was limited, they were allowed to 
choose the language to write in (Mason & 
Krashen, 1997). If a summary was written in 
the L1, the participants had to write more 
than 150 characters, and if it was in the L2, 
50 words or more. The number of characters or 
words was minimal to avoid demotivating the 
students. These tasks were assigned six times 
in a semester, and the students completed 
them 4.58 times on average. One student 
wrote a summary in English once and another 
twice; the rest of the class wrote all summa-
ries in Japanese. The first and last weeks were 
excluded as they were used for the orientation 
and final assessment.
　The students were instructed on how to 
search for articles in detail at an orientation 
held in a CALL classroom, and several web-
sites were suggested, such as the Voice of 
America, the Japan Times, and National Geo-
graphic, Japan edition. A Facebook group was 
created for the particular course, and the stu-
dents were invited to the group to share infor-
mation. On Facebook, there is a function which 
shows who has clicked a post, and this func-
tion was used to monitor whether the students 
had read the articles their classmates posted. 
Also, in class, the students had to present 
their articles and summaries to their partners 
every time the tasks were assigned, and the 
partners made comments on them. 
Questionnaires
　To investigate L2 learners’ metacognitive 
knowledge of writing skills, Kasper’s (1997) 
questionnaire was employed: the combined 
questionnaire of Writing Autobiography (Ap-
pendix A), originally devised by Sandman 
(1993), and Cognitive Style Questionnaire 
(Appendix B), originally designed by Devine, 
Railey, and Boshoff (1993). In addition, three 
questions were added from Victori (1999) to 
inquire about essay organization, parts of par-
agraphs, and learners’ revising process (Ap-
pendix C). These questionnaires were inte-
grated, consisting of open-ended items and a 
ranking chart. The combined questionnaire 
was administered during class time. The re-
sponses were coded and analyzed by the com-
parison of the pre- and post-assessments.  
Reading and Writing Activities
　As assignments, the students were asked to 
read one online article written in Japanese 
and another in English on the same topic of 
their choice though limited to science-related 
topics. Since each student was interested in 
different topics, the freedom of choosing their 
own topic within their field of academic spe-
cialization was allowed to maintain students’ 
motivation. The number of characters was 
specified to be 1,000 or more in Japanese and 
the number of words was 400 or more in Eng-
lish. Because the students were assigned to 
write about both the similarities and differ-
ences of two articles, articles needed to con-
tain a certain number of characters or words. 
Articles with 1,000 characters in Japanese 
and 400 words in English would provide 
enough concrete information to compare and 
contrast the texts. The articles were not to be 
a translation of one or the other, and the learn-
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　As the students went through the first 
semester at university, some changes occurred 
in their responses between the pre- and post-
assessments. Essay writing was the most com-
mon positive writing experience in the pre-
assessment; however, in the post-assessment, 
report writing received the most responses. 
Letter writing and lack of positive writing 
experiences were not found in the post-assess-
ment. During this first semester, the students 
were assigned reports in academic courses 
and some were enrolled in a Japanese writing 
class. At this research site, compared to their 
counterparts in other departments, engineer-
ing students are assigned a significantly larg-
er number of reports since they have lab re-
ports. The main reason for the favorable 
response to college report writing was that 
they had learned how to write reports and saw 
the improvements in their writing skills as the 
following comments illustrate: ＂I write essays 
in engineering classes every time, and I feel 
my writing skills have improved since the first 
class.＂ ＂University’s composition class [was a 
positive experience] because I learned how to 
write in ways I had never learned before such 
as using rules [of writing].＂ A few students 
reported English writing activities associated 
Results and Discussion
The Questionnaire on Metacognitive 
Knowledge of Writing Skills
　The questionnaires had 10 items in total, 
and the responses gained from the pre- and 
post-assessments were compared.
　Item 1:  Previous positive experiences of writ-
ing in English
　As Table 1 shows, five types of responses 
were found in the pre-assessment, namely, 
book reports assigned in secondary school, 
personal writing, letters, essays, and having 
no positive writing experience. Essays were 
perceived positively when the students gained 
the opportunities to reflect on their ideas and 
experience. The respondents seemed to like 
the aspect of writing which helps the writer to 
structure and synthesize unorganized ideas. 
One student noted, ＂With the assignment 
called “Story, words, and books that changed 
my life” I was able to reflect on my life, and 
think about my life’s turning point.＂ Another 
reported, ＂When I write an essay about my 
thoughts, by writing, my ideas gradually be-
come clearer, and at the end of the essay, I can 
clearly identify my goal [for writing].＂
Table 1 
Responses from Item 1 : Describing previous positive writing experiences
Codes Pre （n = 22） Post （n = 21）
Book report 3 1
Personal writing 3 1
Letters 2 0
Essays 8 5
No positive experience 2 0
Miscellaneous 1 4
No response 3 1
College report - 6
Non-report assignments - 3
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of English. In addition to limited L2 linguistic 
knowledge, four other codes emerged: writing 
on an uninteresting topic, writing a response 
to someone’s opinion, compulsory writing, and 
dislike of writing itself. Compulsory writing 
includes tests, assignments, and penalties. 
The students reacted negatively when they felt 
they were being forced to write. 
　Although the responses in the post-assess-
ment for three categories dropped significant-
ly to almost none, compulsory writing actually 
slightly increased. All of these responses fo-
cused on Japanese writing. Throughout the 
first semester, they experienced much more 
involved Japanese writing tasks, and in the 
post-assessment, many students expressed the 
negative feelings they had when completing 
writing assignments in Japanese. Many of the 
students wrote that they were good at express-
ing themselves freely, and they did not like 
having a topic, time limit, or word or character 
limit imposed on them. A student reported: ＂I 
was so frustrated when no explanations were 
given for why I had to write it and I was forced 
to write. Without a plausible explanation, I do 
not want to write.＂ Six out of 21 valid respons-
es referred to the respondents’ struggle in 
with writing in the researcher’s English class 
were also positive experiences for them. For 
example, one student specified that reading 
Japanese and English articles on the same 
topic was helpful, and self-introduction and 
communicative writing assignments were en-
joyable for another. The final presentation was 
rewarding for one student because he unex-
pectedly found it fun to write about what he 
was interested in in English.  
　Item 2:  Previous negative writing experiences
　Interesting changes were observed in com-
paring the two assessments (Table 2). Initial-
ly, when the participants were asked about 
their negative writing experiences, the major-
ity described English language tasks. A major 
obstacle for the students at the beginning of 
the semester was their limited L2 linguistic 
knowledge. They described difficulties in ver-
balizing their thoughts due to inadequate L2 
linguistic ability: ＂Because I don’t have a big 
vocabulary and grammatical knowledge, I 
cannot write to my satisfaction. I cannot write 
in English if I am not allowed to use a diction-
ary.＂ Their insufficient linguistic knowledge 
frustrated the students and reconfirmed the 
insecurity they felt regarding their command 
Table 2
Responses from Item 2 : Previous negative writing experiences
Codes Pre （n = 22） Post （n = 21）
Uninteresting topic 3 0
Inadequate linguistic knowledge 7 1
Responding to opinions of others’ 2 2
Compulsory writing 3 0
Dislike of writing 2 4
Miscellaneous 2 3
No response 3 1
Difﬁculty in verbalizing ideas - 5
Not knowing how to write - 2
Task difﬁculty - 4
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When I had to express my thoughts in writing. 
Fears of making mistakes such as whether my 
sentences are really correct or word use is cor-
rect.＂
　Item 3: Strengths and weaknesses as a writer
　The students’ sense of their inexperience or 
weaknesses in writing also appeared in this 
item as indicated in the responses to the pre-
assessment in Table 3. Only one code of 
strength arose and the other four codes are all 
about weaknesses. Their only strength was 
their ability to express their thoughts, and the 
same expression was used by several students: 
＂omotteiru koto wo kakeru＂, which means, 
＂can write what I am thinking.＂ While eight 
respondents specified this ability as their 
strength in Japanese writing, when it came to 
weaknesses, limited English language ability 
was reported by four students. 
writing college reports. Three other codes 
emerged: task difficulty, trouble verbalizing 
ideas, and trouble organizing ideas. One stu-
dent described his struggle: ＂For reports, I 
have to write 2,000 to 3,000 characters. I 
didn’t know how to write, so I was lost.＂ Un-
certainty or not knowing what is expected 
seemed to cause frustration. Also, the inabili-
ty to express ideas students have emerged as 
this respondent stated: ＂When writing a col-
lege report, I could not make a conclusion as I 
had planned.＂ 
　In the descriptions about English writing, 
the participants remained concerned about 
linguistic issues. Their L2 proficiency level 
results in insecurity in L2 language use and 
frustration caused by the inability to express 
thoughts. One of the five students who men-
tioned English writing said, ＂English writing. 
Table 3
Responses from Item 3: Strengths and weaknesses as a writer
Codes Pre （n = 22） Post （n = 21）
Pre-assessment
Strength
　Able to write what I think (in Japanese) 8 5
Weaknesses
　Inﬂuenced by level of interest 2 2
　Limited linguistic knowledge 4 4
　Limited writing skills 2 2
　Unable to think of organization 2 1
　Unsure 1 0
　Miscellaneous 3 2
　No response 3 4
Post-assessment
Strength
　Able to think of the reader’s perspective - 3
　Good at development of ideas - 5
　Able to organize ideas - 2
Weakness
　Unable to think of the reader’s perspective - 2
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themselves as writers and how they 
have improved their writing skills
　This question was used only in the post as-
sessment and indicated the participants were 
greatly influenced by the increased amount of 
writing assignments at university. There were 
two notable categories of responses which are 
key components of academic writing at the ter-
tiary level as Table 4 displays: text organiza-
tion and the reader’s perspective. 
　Norms of Japanese academic writing to 
organize their ideas were taught in the stu-
dents’ other classes. Therefore, they may have 
become aware of the gap between the academic 
norms and their own organization. A comment 
from a student was, ＂[In Japanese writing 
class,] I think I have acquired a skill to think 
from another’s perspective. I can now think 
about how I should explain things in order to 
be understood by others.＂ Another student 
stated, ＂I learned how to systematically write 
what I want to say. I want to improve my writ-
ing skills to express exactly what I want to 
communicate.＂ 
　In addition, although writing skills were not 
explicitly taught in this researcher’s English 
class, a large amount of reading in both Eng-
lish and Japanese were assigned. Through the 
　Although the number of responses indicat-
ing limited L2 language ability remained the 
same in the post-assessment, a significant 
change seemed to occur in the students’ minds. 
Fifteen out of 18 valid responses included their 
strengths as writers. Each student mentioned 
one strength in their responses. Moreover, 
three more codes for strengths were added. 
The reader’s perspective emerged as a key 
word for the post-assessment as some partici-
pants realized that their strength is the abili-
ty to think in someone else’s shoes while oth-
ers noticed that they struggle to do the same. 
The introduction of Facebook as a learning 
platform in the current class might have 
played a role in the increased awareness. On 
Facebook, the students posted links to news 
articles as well as their summaries; thus, they 
were aware that their classmates would read 
their summaries. They read their classmates’ 
summaries as well. Therefore, as Dippold 
(2009) maintained, the learners became more 
conscious of their readers. On the other hand, 
some still considered their strength as being 
able to express their thoughts in Japanese, 
and an equal number mentioned developing 
their ideas as a new strength. 
　Item 4:  What students have learned about 
Table 4
Responses from Item 4: What students have learned about themselves 
as writers and how they have improved their writing skills





Areas students desire to improve





dent wrote, ＂Easy to read, easy to understand, 
and [a kind of] writing which [the reader] can 
sympathize with.＂ 
　The participants’ concern about lucid writ-
ing is considered a reader’s perspective. Pre-
sumably, the readers’ perspective was their 
own perspective as readers of texts written by 
others. As previously noted, the participants’ 
awareness of the readers of their writing sur-
faced for the first time in the post-assessment 
responses. At that point, they had gained some 
experience as writers while receiving feedback 
from instructors and sharing their writing on 
Facebook: they had readers of their writing. 
　Text lucidity continued to be the most com-
mon response in the post-assessment; howev-
er, the importance of text organization ap-
peared again as seen in other questions. This 
response is surprisingly similar to the previ-
ous comment but written by a different stu-
dent, and it illustrates the change that 
occurred in students’ awareness: ＂Easy to 
read, easy to understand, and [a kind of] writ-
ing in which the reader can see how the text is 
organized.＂ Admittedly, the description of 
good writing is still overly general, but six stu-
dents referred to text organization in the lat-
ter assessment, which did not manifest itself 
before in this questionnaire item. 
　Item 6: Ways of coping with trouble writing
　In contrast to other questions, the change 
news articles, many of the participants should 
have been exposed to more linguistic input in 
both languages than they had been before, 
which would offer them various models of 
expressions which are understandable not 
only to the writer but also to the readers. 
　As mentioned earlier, novice writers are 
either blocked writers who have not received 
writing instruction but may have received lin-
guistic input from reading, or remedial writ-
ers who lack both factors (Krashen, 1984). As 
the students were exposed to L1 and L2 
linguistic input they might have become 
blocked writers in both languages. Since some 
students learned Japanese writing in class, 
some might no longer be novice writers, but 
the effects of the Japanese writing instruction 
is unknown.
　Item 5: Defining good writing
　In the pre-assessment, the majority of stu-
dents (15 out of 22) pointed out that good writ-
ing should be easy to understand. However, 
their definition of ease of understanding is un-
clear; there are various qualities of lucidity 
such as language, text organization, difficulty 
of logic and ideas, and degree of expertise. The 
most frequently appearing description was 
that understandable writing is a kind of writ-
ing everyone can comprehend. ＂Simple and 
easy to understand＂ was a common answer 
obtained in the pre-assessment. Here one stu-
Table ５
Responses from Item 5: Definitions of good writing
Codes Pre （n = 22） Post（n = 21）
Ease of understanding 15 12
Informative 2 0
Miscellaneous 2 3
No response 3 0
Logical - 1
Good organization - 6
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raising about how composing proceeds needs 
to be included in addition to the writing pro-
cess.
　Question 7: Ranking of writing components
　Tables D (Appendix D) and E (Appendix E) 
show how the students rank elements of writ-
ing (clarity, originality, grammar, organiza-
tion, exploration, fluency, and content) in 
terms of their own perspectives and their ideas 
of a teacher’s perspective. As the tables indi-
cate, the highest ranked item, which was 
determined by the mean score, was content in 
the students’ and pseudo-teacher’s rankings in 
both the pre- and post-assessments. Clarity 
was ranked second in the students and third 
in pseudo-teacher’s rankings in the post-as-
sessment. In a previous question inquiring 
about the students’ definition of good writing, 
ease of understanding was the most common 
necessary factor reported by the participants; 
nevertheless, clarity was not considered the 
primary issue in the rankings. Clarity is 
defined as ＂the quality of being easily under-
stood＂ in Merriam-Webster, (＂Clarity,＂ n.d.) 
which is comparable to the students’ definition 
of good writing. It is unclear whether this dis-
crepancy was caused by the students differen-
tiating clarity and lucidity or their lack of 
observed here is not necessarily about the im-
provement of writing skills. Initially, the re-
spondents mostly agreed that their strategy 
against writer’s block was to brainstorm ideas, 
as one student said; ＂I write whatever comes 
to my mind and then compose in my own way.” 
Others would refer to websites and dictionar-
ies or give up, and only one student mentioned 
taking a break. 
　However, in the post-assessment, brain-
storming was replaced by taking a break. In 
fact, none of the respondents mentioned brain-
storming. In most cases, writing is a cogni-
tively challenging task, and as mentioned in 
other question responses, some of the partici-
pants are not fond of writing itself, so they 
may need to withdraw from the task to regain 
concentration. A common strategy to cope with 
writing problems was to ask older students 
and friends for help; this strategy newly 
appeared at the end of the semester. Another 
emerging response was to look back and reflect 
on what was written. A student commented, ＂I 
reread what I have written up to that point.＂ 
Although some progress was seen among stu-
dents as this comment demonstrates, their 
metacognitive knowledge of writing skills is 
still underdeveloped; thus, more awareness 
Table 6
Responses from Item 6: Ways of coping with trouble writing.
Codes Pre（n = 22） Post （n = 21）
Use the Internet 4 4
Use a dictionary 4 3
Give up 2 0
Take a break 1 7
Brainstorm 7 0
Miscellaneous 3 1
No response 2 2
Ask others - 5
Self-reﬂection - 3
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what can be said from the facts.＂ Another said, 
＂I mention the problems and definitions, and I 
present my ideas by including examples. 
[Then] I write a summary at the end.” A few 
students also touched upon the reader’s per-
spective at this time; in addition, no student 
named ease of understanding. 
　Question 9: Paragraph components
　Even though the concept ＂paragraph＂ is 
taught in Japanese in junior high and high 
school, its components might not be taught ex-
plicitly, as Okabe (2004) reported limited writ-
ing instruction in Japan’s secondary schools. 
In the pre-assessment, nine students stated 
that they should write their opinion in the con-
clusion although the question asks what should 
be included in each paragraph (Table 8). This 
comment clearly exemplifies their limited 
metacognitive knowledge about this question: 
＂There is nothing specific that should be in-
cluded in a paragraph. Impact and originality 
etc. in the introduction, and clear sentences in 
the conclusion.＂
　In the post-assessment, no student detailed 
paragraph components; nonetheless, the 
responses show some improvement from the 
beginning of the semester. Again, the reader’s 
perspective appeared in the responses 
although the students who mentioned this 
element did not demonstrate much develop-
awareness of the similarity between the ele-
ment in the current question and the question 
asking a definition of good writing. 
　In open ended questions, some students re-
ported their desire to improve their language 
skills and this trend is reflected in the stu-
dents’ ranking. In the pre-assessment, gram-
mar was placed the last; whereas, in the post-
assessment, grammar moved up to fifth. Also, 
grammar remained within the fourth most 
important elements in both pre- and post-
pseudo-teacher assessments. 
　Question 8: Writing organization
　When the participants were first asked 
about L1 essay organization, their responses 
were general. The most common answer was 
clarity. A student said, ＂A report which is easy 
to understand, simple, and [has a] clear text.＂ 
Some mentioned ki-sho-ten-ketsu, a Japanese-
style text organization, which means ＂begin-
ning＂, ＂development＂, ＂turn＂, and ＂ending＂. 
Others wrote ＂introduction, body, and conclu-
sion＂. 
　Although four out of 22 respondents referred 
to an introduction, body, and conclusion in the 
pre-assessment, the number increased to 10 in 
the post-assessment. Some responses included 
explanations. One stated, ＂At the beginning, I 
describe my idea first, and then analyze the 
facts I actually collected. At the end, I discuss 
Table 7
Responses from Question 8: Writing organization
Codes Pre（n = 22） Post（n = 21）
Introduction, body, conclusion 4 10
Ki-sho-ten-ketsu 3 2
State my opinion 2 0
Clarity 6 0
Miscellaneous 3 3
No response 4 3
Reader’s perspective - 3
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　Question 10: A revising process
　In this question, the most common response 
was the same for the two assessments, as 
Table 9 shows: students would modify the 
parts of their writing that ＂felt awkward.＂ No 
specific information was provided in the 
students’ comments in both assessments. One 
additional code mentioned by these students in 
the post-assessment was proofreading by 
others. One student said, ＂I read [my work] 
several times, and rewrite the parts that seem 
awkward and strange, and I specifically focus 
on the areas pointed out by others and rewrite 
them to make them better.＂ 
　At the beginning of the semester, three par-
ticipants reported they would work on text or-
ganization when revising; however, the num-
ber dropped to zero at the end of the term. 
ment in their descriptions. For example, one 
wrote, ＂Catch the reader’s mind at the begin-
ning.＂ Furthermore, whereas no one men-
tioned including their idea in the conclusion, 
new information was added to their responses, 
which was to present their argument in each 
paragraph. Moreover, the words ＂keyword＂ 
and ＂topic＂ emerged in the responses, and 
some students stated that an argument should 
be stated for each topic. The most precise 
response was as follows:
　 Divide [a paragraph] into three, and state 
what you want to say at the beginning. Then 
explain why you decided to write about it, 
add details for what you want to say the 
most, present evidence connected to the ar-
gument. Finally, write a summary, what 
you think, what you think should be done, 
something like that to briefly summarize. 
Table 8
Responses from Question 9: Components of a paragraph.
Codes Pre（n = 22） Post（n = 21）
Opinion in the conclusion 9 0
Examples 2 1
Miscellaneous 8 3
No response 3 6
Opinion for individual topics - 7
Evidence - 2
Background - 2
Reader’s perspective - 4
Table 9
Responses from Question 10: A revising process.
Codes Pre（n = 22） Post（n = 21）
Reread 1 4
Modify text organization 3 0
Make modiﬁcations (No speciﬁcation of items) 9 5
Do not revise 5 3
Miscellaneous 1 4
No response 3 5
Have others proofread - 3
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from English classes where these skills are ac-
tually taught. Also, the content of Japanese 
writing courses should be investigated in or-
der to examine its influence on L2 writing 
skills. 
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     Importance to:            You            Teachers
     1. Clarity　　明瞭さ
     2. Originality　独創性
     3. Grammar　文法
     4. Organization　構成
     5. Exploration　内容発展
     6. Fluency　表現力の流暢さ
     7. Content 　内容
Appendix C Questions adapted from 
Victori (1999)




Item 9. What should each paragraph have? 
and the introduction? and the conclusion ? 
それぞれの段落は何を含むべきだと思いますか。
導入と結論部分には何を含めるべきですか？





Item 3. What are your strengths and weak-
nesses as a writer? What experiences have led 





Item 4. What have you learned this semester 
about your ability as a writer? How, specifi-
cally, do you think your writing has improved? 







Appendix B Cognitive Style Questionnaire
Item 5. Define good writing.　
よい文章とは何か定義してください。




Item 7. Rank the following in order of impor-
tance--in the first column rank their impor-
tance to you, personally; in the other column, 
rank their importance to the teachers who 
grade your papers.  Use #1 for most important 






Response from Item 7: Ranking of writing components
Percentage of responses ranking
from 1（highest） to 7（lowest）
Pre-Assessment 1 2 3 4 5 6 7 Mean
Student’s perspective（n = 21）
Clarity .19 .05 .29 .19 .00 .19 .10 4.29
Originality .24 .14 .00 .00 .19 .10 .33 3.62
Grammar .14 .10 .14 .14 .0 .05 .43 3.38
Organization .10 .24 .10 .14 .19 .19 .05 4.14
Exploration .05 .00 .14 .43 .14 .24 .00 3.67
Fluency .00 .24 .19 .05 .29 .14 .10 3.81
Content .29 .24 .14 .05 .19 .10 .00 5.1
Pseudo-teacher’s perspective（n = 20）
Clarity .05 .15 .15 .15 .1 .25 .15 3.55
Originality .1 .1 .1 .1 .15 .15 .3 3.25
Grammar .2 .1 .2 .15 .1 .1 .15 4.25
Organization .1 .4 .15 .2 .0 .15 .0 4.95
Exploration .0 .1 .15 .1 .35 .15 .15 3.25
Fluency .05 .05 .2 .15 .25 .15 .15 3.45
Content .5 .1 .05 .15 .05 .05 .10 5.3
Appendix E
Table E
Response from Item 7: Ranking of components of writing
Percentage of responses ranking
from 1（highest） to 7（lowest）
Post-Assessment 1 2 3 4 5 6 7 Mean
Student’s perspective（n = 18）
Clarity .33 .0 .17 .22 .17 .06 .06 4.72
Originality .22 .11 .11 .06 .28 .11 .11 4.17
Grammar .06 .17 .17 .17 .06 .17 .22 3.61
Organization .11 .28 .22 .11 .06 .22 .0 4.61
Exploration .0 .11 .17 .11 .17 .22 .22 3.11
Fluency .06 .0 .11 .17 .11 .22 .33 2.72
Content .22 .33 .06 .17 .17 .0 .06 5.06
Pseudo-teacher’s perspective（n = 18）
Clarity .06 .22 .22 .33 .11 .06 .0 4.61
Originality .17 .06 .11 .11 .11 .17 .28 3.44
Grammar .27 .06 .17 .06 .17 .17 .11 4.28
Organization .11 .44 .17 .17 .11 .0 .0 5.28
Exploration .06 .0 .17 .11 .28 .28 .11 3.17
Fluency .0 .0 .0 .06 .11 .33 .50 1.72
Content .33 .22 .17 .17 .11 .0 .0 5.5
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Learners’ Evaluation of Student-Prepared 
Grammar Activities:
The Effect on Intrinsic Motivation
Abstract
　In an English as foreign language (EFL) 
learning and teaching context, where sources 
of stimulation for learning English are limit-
ed, creating an interesting language class is 
imperative in raising the learners’ intrinsic 
motivation (Dörnyei & Csizer, 1998). Unfortu-
nately, as previous studies have reported, Jap-
anese EFL learners tend to lose interest in 
learning English as these students proceed to 
the next grade level (Falout, Murphey, Elwood, 
& Hood, 2008). Among the many possible rea-
sons for this situation, traditional teacher-cen-
tered classrooms, where students are rarely 
offered opportunities to use the language crea-
tively, seem to reduce Japanese EFL learners’ 
motivation. 
　In this study, an alternative approach was 
tested in a university EFL class. Unlike the 
traditional teacher-centered method, univer-
sity students in this study were required to 
create their own grammar activity. The stu-
dents’ motivational reaction to this new at-
tempt was examined through a modified ver-
sion of Ryan’s (1982) Intrinsic Motivation 
Inventory (IMI) and open-ended question-
naire. The result of this study will likely help 
language teachers to gain a better under-
standing on how to develop students’ intrinsic 
motivation in an EFL situation. 
Introduction
　How grammar should be taught in language 
classes has been under discussion for the last 
few decades. Up to the late 1960’s, the focus of 
second language (L2) education was primarily 
on grammatical aspect of the target language 
(Richards, 2006). This traditional approach 
was gradually replaced with a more communi-
cative approach. This shift from a form-based, 
or focus on forms, to a meaning-based ap-
proach helped L2 learners practice authentic 
language skills required in their real life 
(Richards, 2006). However, L2 learners do 
need to gain accuracy to some extent. As a 
Mitsuko Suzuki
Graduate School of Humanities and Social Science University of Tsukuba
Keywords: EFL, grammar, student-centered approach, intrinsic motivation
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has considerable control over the activity in 
class, is likely to encourage “little motivation 
to go beyond grammar analogies, translations 
and rote exercises.” (Brown, 2007, p.19). 
　It must be noted here that the form-focused 
approach itself is not necessarily linked with 
the traditional teacher-centered class. Focus 
on grammatical structures could also be incor-
porated into a learner-centered class (Celce-
Murcia et al., 1997). For instance, Loewen 
(2004) argues that a student-initiated focus on 
form can happen when the learners “seek in-
formation about linguistic items as the need 
arises during meaning-focused activities” 
(p.86). Long (1991) also emphasized the im-
portance of activities that learners could rec-
ognize and acquire linguistic features sponta-
neously. As Long (1991) claims, a clear line 
should be drawn between such activities and 
other tasks that focus on forms.
　Along with the benefit of a more meaningful 
grammar learning, the learner-centered ap-
proach could also enhance the learners’ intrin-
sic motivation. Intrinsic motivation is a type of 
motivation that is enhanced by enjoyable, in-
teresting and self-rewarding tasks. Numerous 
studies have already found a relationship be-
tween intrinsic motivation and the student-
centered approach (Celce-Murcia et al., 1997). 
However, few of these studies have targeted 
low-level learners. A closer examination on 
how the learners react to different types of ac-
tivities would provide useful insights on how 
EFL teachers could motivate such students.
　The purpose of this study is to investigate 
whether an attempt to task the learners to cre-
ate and implement their own grammar activi-
ties in an EFL class could enhance their in-
trinsic motivation. The present study focused 
on the following questions: 
possible solution, L2 educators have now most-
ly agreed “on the importance of some form-fo-
cused instruction within the communicative 
framework” (Brown, 2007, p.421). Celce-Mur-
cia, Dörnyei and Thurrell (1997) refer to this 
new trend as “a turning point” (p. 141) in com-
municative language teaching. By combining 
the two different approaches, “explicit, direct 
elements are gaining significance in teaching 
communicative abilities and skills” (p. 147).
　Despite the contemporary trend to integrate 
form-focused teaching into the communicative 
approach, typically, Japanese EFL classes 
have placed primary emphasis on the tradi-
tional grammar translation method (Matsun-
aga, 2007). In fact, according to a national 
survey conducted by the Ministry of Educa-
tion, Culture, Sports, Science and Technology 
(MEXT, 2008), in the high school English I 
courses that focus on basic grammar and its 
usage, only 4.8% of the classes opportune stu-
dents to interact with peers in English. As one 
of the reasons why form-focused instruction is 
still dominant in the Japanese EFL education, 
Underwood (2012) pointed out the effect of en-
trance examination. Through interviews with 
16 Japanese English teachers, Underwood 
(2012) found out that the importance of inter-
active class was accepted among the teachers. 
However, the preparation for the highly-com-
petitive university entrance exam has long im-
peded the implementation of a more communi-
cative approach (Underwood, 2012). To be 
more precise, because oral communication 
skills are not tested in the entrance exam, 
most Japanese EFL classes concentrate on 
English grammar translation and end up 
choosing a teacher-centered approach (Sakui, 
2004). As scholars have claimed over the 
years, such an approach, where the teacher 
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Data Collection Instrument
　The data for this current study was collect-
ed through a questionnaire consisting of two 
parts. The first section of the questionnaire 
employed a modified version of Ryan’s (1982) 
Intrinsic Motivation Inventory (IMI), which is 
a seven-point Likert scale questionnaire aimed 
to assess learner’s motivational variables re-
lated to a certain activity. Out of the six vari-
ables that 45 questions in the IMI measures, 
the following four are the major variables in 
this study:
　1.  Enjoyment subscale measures the degree 
of intrinsic motivation the learners expe-
rience through the target activity. Seven 
items such as “I enjoyed doing this activi-
ty very much” are included in this sub-
scale.
　2.  Competence is measured by six items to 
show learners’ belief in their capability to 
accomplish the target activity. 
　3.  Value/Usefulness indicates how meaning-
ful the target activity was to the learners. 
In this study, six items were marked to 
indicate how helpful the activity was to 
understand a certain grammar point.
　4.  Relatedness informs the sense of intimacy 
and connection the learners find through 
the target activity. Six items, such as “I’d 
like to have a chance to interact with this 
person more often,” are included.
　The second section of the questionnaire con-
sisted of open-ended items. These items asked 
about the advantages, disadvantages, and im-
pressions of the two activities. Since the Eng-
lish proficiency level of the current study’s par-
ticipants is at the basic level, both of the 
sections were explained and answered in Jap-
anese, in order to gain a more informative de-
scription.
　1)  Are learners more intrinsically motivated 
to learn in the student- prepared activity 
than teacher-prepared grammar activity? 
　2) In student-prepared activities, what moti-
vational variables are strongly correlated 
with students’ intrinsic motivation? Are 
those variables different from those of 
teacher-prepared grammar activity? If so, 
how and why are they different?
The results and implications of this grammar 
project will be discussed below.
Methodology
Participants
　The current study examined 44 Japanese 
EFL learners in Soka University of Japan. 
These learners were grouped and enrolled in a 
beginner-level class, according to their Test of 
English as a Foreign Language (TOEFL)/ Test 
of English for International Communication 
(TOEIC) scores. This 90-minute class was 
held for twice a week for 15 weeks. More than 
half of the participants were freshmen (68.9%), 
but some sophomores (2.2%), juniors (26.7%), 
and seniors (2.2%) were also enrolled. While 
all the freshmen participants were law ma-
jors, those students who were in their sopho-
more, junior, and senior years were either eco-
nomics or literature majors. Out of the 44 
participants, 35.6% were female learners and 
64.4% were male learners. Before these learn-
ers participated in this current research, a 
written informed consent statement was dis-
tributed, signed and collected together with 
the questionnaire, in order to ensure the pur-
pose of the study, as well as to secure respond-
ents’ confidentiality.
151研究論文
　Quantitative data of both questionnaires 
were analyzed through t-test, in order to ex-
amine whether the students reacted different-
ly to the two activities. Furthermore, for each 
questionnaire, the correlation between Enjoy-
ment and other IMI variables were examined. 
After these statistical analyses, the open-end-
ed questions were coded and divided in accord-
ance to the six IMI variables. By combining 
this qualitative data, the result from quantita-
tive data was further analyzed and interpret-
ed. 
Result
Comparison of IMI Variables
　In order to determine whether the students’ 
reaction to the teacher-prepared and student-
prepared activity was significantly different, a 
t-test was carried out. Table 1 shows the mean, 
standard deviation, and result of t-test for 
each IMI variables. The average score of En-
joyment, or intrinsic motivation, in student-
prepared activity (M = 39.1, SD = 7.3) was 
higher than that of teacher-prepared activities 
(M = 38.9, SD = 8.1). However, the result of t-
test indicates that this difference was not sig-
nificant, t(80) = -0.10, p > .92. In other words, 
the students in this study did not regard stu-
dent-prepared activity as a more intrinsically 
engaging activity than the teacher-prepared 
activity, or vice versa. 
　The results from other t-tests also revealed 
that the students gained a somewhat similar 
perception from the two activities. As shown 
in Table 1, the means of three motivational 
variables, namely, Competence, Relatedness, 
and Value/ Usefulness, were all higher in the 
student-prepared activity (M = 30.1, SD = 6.3; 
M = 33.3, SD = 5.4; M = 33.6, SD = 5.6, respec-
Procedure and Data Analysis
　In the present study, two questionnaires 
were distributed to compare the teacher-pre-
pared and student-prepared grammar activi-
ties. In regards to the teacher-prepared activ-
ity, the questionnaire was distributed and 
collected in week five. The questionnaires 
were filled out and collected during the class 
time. This week seemed the best possible time, 
since the students had ample experience to 
fully form impressions about teacher-prepared 
activities. Most of the activities were designed 
for communicative practice. For instance, stu-
dents were often given information-gap activi-
ties that required the use of target grammar 
point. Students had to interview each other to 
fill in the gap. Each of these activities was sup-
plemented with a brief grammatical explana-
tion by the teacher. 
　A questionnaire asking about the student-
prepared activity was administered three 
weeks after the first questionnaire. During 
these three weeks, the students were given 
several hours to create a grammar activity 
during class time. Students formed a team of 
three to five and decided a particular gram-
mar point to focus on. The grammar points 
were limited to those covered in the course. If 
more than one group wanted to be in charge of 
a certain grammar point, the students negoti-
ated with each other. These grammar activi-
ties were shared in class on week eight. Vari-
ous activities were developed by the students. 
For instance, one of the groups made an Eng-
lish picture book that contained blanks in the 
sentence. Readers needed to fill in the blank 
using the correct grammar to read through 
this book. The questionnaire concerning the 
student-prepared activity were distributed 
and collected in the following class. 
152
cidates the students’ confidence level in their 
capability to accomplish the activity. Perhaps, 
students felt a profound sense of accomplish-
ment by completing a somewhat challenging 
task offered by the teacher. This feeling of re-
ward may have led students to gain confidence 
in their competence, and as a consequence, en-
hance their intrinsic motivation toward learn-
ing English. Following Competence, Value/ 
Usefulness (r=.82, p<0.001) and Relatedness 
(r=.81, p<0.001) correlated strongly with En-
joyment. Apparently, the relationship between 
these three variables and intrinsic motivation 
was over all significantly high. 
　On the other hand, the IMI variables that 
most correlated with the intrinsic motivation 
were Competence, Value/ Usefulness and Re-
latedness for the student-prepared activities 
as well. However, the order of the higher-
correlated variables was different from the 
teacher-prepared activity. The most highly 
correlated IMI variable, in case of student-pre-
pared activity, was Value/ Usefulness, at the 
specified .0001 level, r(43)=.87. This IMI vari-
able indicates the learners’ perception of the 
target activity’s practicality to learn and un-
derstand a certain grammar point. Enhanced 
learning and understanding through peer-
teaching is also reported in Bradford-Watts’s 
(2011) study. As described in Bradford-Watt’s 
(2011) study, by planning and discovering 
tively) than the teacher- prepared activity (M 
= 29.5, SD = 6.7; M =32.6, SD = 6.3; M = 32.7, 
SD = 7.8, respectively). Nonetheless, the result 
of t-test comparison indicates that there were 
no significant differences between these 
means, t(80)= -0.44, -0.54 and 0.56, respec-
tively (See Table 1 for p). In other words, 
although a more positive attitude was shown 
toward the student-prepared activity, students 
found similar level of competitiveness, related-
ness and usefulness in the two activities. 
Relation of Intrinsic Motivation and
other IMI Variables
　In the second set of analysis, the correlation 
between Enjoyment, which represents the de-
gree of intrinsic motivation, and other five IMI 
variables was tested. By analyzing these cor-
relations, the IMI variables that strongly cor-
related with the students’ intrinsic motivation 
were identified (Table 2). From the data in Ta-
ble 2, it is apparent that three variables, Com-
petence, Value/Usefulness, and Relatedness 
are strongly correlated with Enjoyment, or in-
trinsic motivation. However, interestingly, the 
strength of the correlation differed between 
the two activities.
　As shown in Table 2, in case of the teacher-
prepared activity, Competence marked the 
strongest correlation with Enjoyment, signifi-
cant at .0001 level, r (43)=.83. Competence elu-
Table 1




t pM SD M SD
Enjoyment 7 38.9 8.1 39.1 7.3 －0.10 0.92 
Competence 6 29.5 6.7 30.1 6.3 －0.44 0.66 
Relatedness 6 32.6 6.3 33.3 5.4 －0.54 0.59 
Value/ Usefulness 6 32.7 7.8 33.6 5.6 　0.56 0.29 
Note: Signiﬁcant at p<.05 level
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(Table 3). 
　Just like the quantitative questionnaire, the 
number of open-ended comments which ex-
pressed enjoyment, such as “The activity was 
fun”, was higher for the student-prepared ac-
tivity. Overall, the student-prepared activity 
received more positive feedbacks than the 
teacher-prepared activity. Interestingly, how-
ever, comments related to Relatedness, such as 
“I was able to make new friends”, “I was able to 
become better friends with my classmates” 
were more found in the teacher-prepared ac-
tivity. Out of many possible reasons for such a 
result, when the activities were implemented 
might have been the cause of this gap. The 
teacher-prepared activity was implemented 
from the first week of class. Until the student-
prepared activity project had started, students 
had participated in multiple types of pair and 
group activities. Through these teacher-pre-
pared activities, students might have already 
built strong friendship with one another. In 
fact, comments like “I was able to make new 
friends” were written in the teacher-prepared 
activity, but not in the student-prepared activ-
ity.
　As seen in Table 3, there was no major dif-
ference between the number of comments re-
lated to Competence between the two activi-
ties. In spite of this identical result, however, 
the type of competence that the learners ob-
tained from the activity seemed to differ. On 
ways to teach a grammar point, students seem 
to have developed confidence in their knowl-
edge. In fact, several students reflected on this 
point in the open-ended survey of this study, 
such as, “Since we were responsible to “ex-
plain” the grammar, we were naturally deep-
ening our understanding.” and “By teaching 
each other within the group, I was able to con-
firm my comprehension.”.  As these comments 
reveal, students in this study appear to have 
found some benefits from the student-prepared 
activity.
　In addition to the Value/Usefulness, two 
IMI variables, Relatedness and Competence, 
correlated most significantly with intrinsic 
motivation at .001 level, r(43)=.84, 74, 
respectively. Surprisingly, Competence, which 
showed the highest correlation for the teacher-
prepared activity, was the least in terms of 
student-prepared activity. What is more, Com-
petence was the only IMI variable that did not 
reach a. 80 correlation.
 
Analysis of Open-ended Questionnaire
　After analyzing the statistical data, the 
open-ended part of the questionnaire was cod-
ed and analyzed in order to develop a concrete 
view of students’ perception. The question-
naire asked, “How did you feel about the stu-
dent-prepared activity, in which the students 
took the teacher’s role?”. The analyzed com-
ments for this question are summarized below 
Table 2
IMI variables ordered according to the strength of correlation with Enjoyment
Teacher-prepared Student-prepared
Variable r Variable r
Competence 0.83 Value/ Usefulness 0.87
Value/ Usefulness 0.82 Relatedness 0.84
Relatedness 0.81 Competence 0.74
Note: All signiﬁcant at p<.001 level
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pared and student-prepared activities. In ad-
dition, the correlation of Enjoyment with other 
IMI variables was identified. Surprisingly, al-
though Competence, Value/Usefulness, and 
Relatedness were the three most strongly cor-
relating variables in both of the activities, the 
order of strength differed. To be specific, Com-
petence was the most highly correlated for the 
teacher-prepared activity, but Value/ Useful-
ness was the strongest for the student-pre-
pared activity. Lastly, the comments from 
open-ended questionnaire revealed that learn-
ers developed different competencies from the 
two activities. 
Different Way of Promoting Intrinsic
Motivation
　Although the present study aimed to identi-
fy a gap between the motivational influences 
of student- and teacher-prepared activity, 
there was only slight difference between the 
two activities. Such a result seems to imply 
that both activities promote intrinsic motiva-
tion, but in a unique way. In case of teacher-
prepared activity, students were able to 
reconfirm and apply their basic grammatical 
knowledge. In the open-ended questionnaire, 
students commented that these activities were 
useful to check their comprehension. By prac-
ticing the grammar through teacher-con-
trolled, but communicative activity, learners 
were able to increase their linguistic compe-
one hand, the teacher-prepared activity of-
fered learners broad grammatical knowledge 
and skills. Although the participants of this 
study were beginner level EFL students, these 
grammar points were not new. Students wrote 
comments such as “I was able to refresh my 
knowledge and skill, but my knowledge is still 
shallow.” On the other hand, students were 
able to acquire a profound knowledge about 
the grammar point they were responsible to 
teach. To be concise, while the students had 
explored a certain grammar point in detail, 
other grammar points remained somewhat 
ambiguous. Comments such as “I couldn’t re-
ally learn new things from other groups” was 
revealed by several students. This is in con-
trast with Bradford-Watts’s (2011) study, in 
which most of the students had appreciated 
the comprehensive explanation from peer-
teaching.
Summary and Discussion
　Through an analysis of closed- and open-
ended questionnaire, this study examined the 
effectiveness of student-prepared activity on 
learners’ intrinsic motivation. First, the result 
of t-test indicated that there was no signifi-
cant difference between the impacts of two ac-
tivities on students’ intrinsic motivation. In 
other words, learners in this study found simi-
lar level of intrinsic rewards from teacher-pre-
Table 3






Note: Number of total respondents for teacher-prepared activity was 43. As for 
student-prepared activity, the number was 39.
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teacher-prepared and student-prepared activi-
ties seem to benefit beginner-level university 
EFL students differently. The teacher-pre-
pared activity promotes learners’ intrinsic mo-
tivation by fulfilling their basic grammar 
needs. Meanwhile, the student-prepared activ-
ity motivated learners by encouraging a crea-
tive use of this basic knowledge. Thus, the 
combination of these two approaches would 
holistically influence learners’ intrinsic moti-
vation.
　As Brown (2007) clearly points out, to EFL 
learners who are at the beginning level, “a 
teacher should be the presentation of material 
in simple segments that don’t overwhelm” 
(p.112) the learners. The result from the pre-
sent study also found teacher-prepared activi-
ty effective in terms of reconfirming and 
broadening basic grammatical knowledge. 
However, university EFL beginners seem to 
find this approach not that challenging. Al-
though these EFL learners lack basic gram-
matical skills, these false beginners have 
practiced numerous grammar points during 
junior and senior high school. Reconfirmation 
of the knowledge seems unsatisfactory to in-
trinsically motivate these students. By imple-
menting a student-prepared activity project, 
therefore, learners could find their own value 
in using that grammar. Such an enhancement 
of creativity is likely to increase learners’ in-
trinsic motivation (Brown, 2007).
Conclusion
　On the whole, students in this study cooper-
ated closely to create unique and interactive 
activities for their class. Although their intrin-
sic motivation did not significantly increase 
through this peer-teaching project statistical-
tence. Such linguistic competence plays a sig-
nificant role in promoting intrinsic motivation 
(Ryan & Deci, 2000). In brief, teacher-pre-
pared activity reconfirmed and reinforced the 
students’ grammatical competence, and there-
fore, encouraged learners’ intrinsic motiva-
tion.
　In contrast, the student-prepared activity 
seems to promote learners’ awareness of how 
interesting an individual can use the learnt 
grammar. From the statistical view, when 
learners participated in the student-prepared 
activity, their intrinsic motivation best corre-
lated with Value/ Usefulness. The open-ended 
questionnaire further added descriptive expla-
nation to this finding. In the questionnaire, 
the learners emphasized the excitement of 
constructing a grammatical activity by them-
selves. For instance, one of the students noted, 
“We learnt and practiced using grammar in 
regular classes, but this activity was a totally 
different experience. I discovered new ways to 
utilize my English”. This excitement may have 
derived from learners’ enjoyment in learning 
the target grammar aspect. 
　The deficiency of this student-prepared task 
was the lack of experiencing such an excite-
ment through other grammatical points. In 
case of beginner learners, focusing on multiple 
grammar aspect could be too confusing 
(Brown, 2007). Therefore, the student-pre-
pared activity project in this study tasked the 
learners to focus on one single grammar fac-
tor. This deficiency might have been the rea-
son why Competence did not correlate that 
much with the Enjoyment statistically. 
Implication
　Based on the results from the present study, 
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Ryan, R. M. (1982). Control and information 
in the intrapersonal sphere: An extension of 
ly, students found benefits to deepen and share 
their knowledge with their classmates. The 
analysis of both quantitative and qualitative 
data implied that the combination of both 
teacher-prepared and student-prepared activ-
ity is helpful for beginner-level students. 
　The present study attempted to closely ex-
amine the beginner level EFL’s peer-teaching, 
which had not been carried out thoroughly in 
the past studies. However, there are certain 
limitations. The current study was relatively 
small in scale, and therefore, the result might 
be difficult to generalize. Participation of larg-
er and diverse EFL learners may lead to a dif-
ferent conclusion. In addition, the student-pre-
pared activity was implemented after the 
students had acquired and practiced the Eng-
lish grammar points through a teacher-pre-
pared activity. Students might have reacted 
differently if this process was reversed. Fu-
ture studies with a larger population size 
could be conducted to examine the effective-
ness of student-prepared activity within dif-
ferent syllabi and contexts. It is hoped that 
further studies will investigate the reasons for 
the findings in this study, and improve lower-
proficient EFL learners’ intrinsic motivation.
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スを 求 められるケースが 大 多 数 となった（参
考：石 川 , 20１2）。アドバイザーの 形 態 は、各
学校等によって専任のアドバイザーが常駐して
いたり、語学科目担当教員が分担してアドバイ
ジングを 担っていたりと 様々な 形 があるが



















達成のために主に １ 対 １ で支援をし、学習者の
オートノミー（自律性）を育てることを目的と



























































































ル（help-seeking skills）を 持 ち 合 わせ、教 員
やクラスメート、利用可能な学内のサービス資
源 を 上 手 く 活 用 することができるという




























たのは 9 名で、平均１4.3回の利用だった。 2 年































で 利 用 したのが１0.3%（５５名）だった。さらに
表 1 　リピーターの内訳（人数）
















1年間のみ 49 51 56 43 50 58
2 年間 25 15 19 54 40 NA
3 年間 14 11 10 20 NA NA
4 年以上 4 9 7 NA NA NA


















































高いため、必須条件である高い TOEFL iBT ス
コアを取得することを目標としていた。第 １ 期















表 2 　セッションにおける学生の変化：ケース 1



















　ケース 3 の利用者は TOEFL iBT の学習方
法を相談しに英語学習室に来た学生である。











うやって」「どのくらい」行 えば 良 いか、詳 細
なアドバイスを求める傾向にあった。





修 へ 参 加 することを 目 指 し、選 考 に 必 要 な
TOEFL ITP の学習方法を相談するために英語
学 習 相 談 室 を 訪 れた。第 １ 期（セッション

























　第 4 期（セッション 8 ‒20）では、教 員 採 用
試験が目前となり、再びアドバイスを求めて頻








表 3 　セッションにおける学生の変化：ケース 2






















ション １ ‒ 2 ）では学生は自身の英語力を考慮

































　第 3 期（セッション 8 ‒１0）では学習内容を
















表 4 　セッションにおける学生の変化：ケース 3

















表 ５ 　セッションにおける学生の変化：ケース 4

































からハードルの低い TOEFL ITP の学習を始
めるものの、第 2 期でより難しい TOEFL iBT
























結果についてはケース １ と 3 、ケース 2 と 4 と
で大きく分かれることになった。




１ では、第 3 期に入ってから時間をかけて自身
の長期目標のあり方を見直し、第 4 期に入り、
より実現可能な目標への切り替えをした。ケー





る TOEFL ITP に学習内容を切り替えた。両





























































　ケース １ と 3 では、常にアドバイザーに詳細
なアドバイスを求めるのではなく、最終的に自
















うに、アドバイザーは 手 助 けをすることであ
る：（a）より限られた範囲で実現可能な目標を





徴は、すべてケース １ と 3 が最終的にできるよ
うになった点であり、アドバイザーはこれらの
点を学習者に伸ばしていけるような面談を心掛
けたい。 また、McLoughlin（20１2） は、 語 学
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TOEIC スコア 280 以下の学生達による
プレゼンテーションへの取り組み
Motivating Lower Level Students （Below 
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Gardner & MacIntyre（１993）は、“fear or 
apprehension occurring when a learner is 



















































ビティが 嫌 いだとは 言 い 切 れない。むしろ、
accuracy （正確さ）より fluency （流暢さ）に重
きを置く speaking activity の方を好むと言え
るだろう。文法問題や長文を読むことの方が彼
らにとっては苦痛であるようだ。
3 ．Language Anxiety （外国語不安）
　筆 者 は、教 室 内 では Communicative Lan-







の図を見ても、最終目標の L2 Use を支える一
番の原動力は、Willingness to Communicate で
ある。つまり、他者とコミュニケーションを取
りたいという 強 い 意 思 がなければ、コミュニ
ケーションは成立しない。いかに英語力があっ






ら を 支 え て い る の が、Layer IV-Self-Confi-







て起こり、第 2 層の行動の意思（Willingness to 
Communicate）がコミュニケーション 行 動 に
直接的な影響を与えるものだと説明している。








 4 ．Willingness to Communicate （WTC）
　リメディアルレベルの学生達に人前で英語を





て 考 える 上 で 大 きなヒントとなるものに、
MacIntyre, Clément, Dörnyei, & Noels （１998）




か 表 したものであるが、教 室 内 でのコミュニ
ケーション活動を説明する上でも、様々に絡み
図 1 　WTC モデル
出所） MacIntyre, Clément, Dörnyei, & Noels（１998）著、Modern Language Journal 82、 


















いいのだろうか。ここでは「足 場 掛 け」（Scaf-


























































提 示 されているように、まず 基 盤 となるのは

































伸 びるのだろうか。Nation & Newton （2009）
は、以下のような条件を提示している。
１ ．The activity is meaning-focused.
2 ． The learners take part in activities where 
all the language items are within their 
previous experience.（Experience task）
3 ． There is support and encouragement for 










るようにした。 更 に、 学 期 中 に Extensive 
reading（多読練習）として、Graded readers の
やさしいレベル（Easy starters, Level １） など
を最低 3 冊は読ませ、一冊ごとに一枚の Book 





























　実 際 にプレゼンテーションを 行ったクラス
は、冒頭で説明した TOEIC 280 以下の英語 A
クラスで、週に 2 回の授業を行い、人数は34名
であった。その中に１0名の 4 年生が含まれてお
り、その中には TOEIC 28５ 以上の学生も半数
以上いた。トピックは、筆者が与えたプレゼン






























していくと、この4/3/2 Activity は、fluency を
伸ばすために効果的なものであると考えられ
る。筆者は、このアクティビティを、“How was 















































② fluency ③ performance ④ content ⑤






































・ 授業開始後すぐの数分に English Only Time 






































トが 全 くできない 学 生 もいた。プレゼンテー
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ブリングル 博 士（Dr. Robert G. Bringle）によ

















１ ． ICU のサービス・ラーニング・プログ
ラムの特徴
　ICU のサービス・ ラーニング・ プログラム
の特徴としては、次の 2 点が挙げられる。第一
に、「コミュニティ・サービス・ラーニング」
（ 3 単位）と「国際サービス・ラーニング」（ 3
単 位）という 2 種 のサービス・ラーニングの


























































ラーニング・ネットワークを 形 成 し、それは
ICU 用語では SLAN（サービス・ラーニング・
アジア・ネットワーク）と 呼 称 される。また
























































































































































　 若 槻（2002）は、Kahne & Westheimer
（１996）のサービス・ラーニング学習理論を概













































このような 学 生 を 育 て 上 げる ICU のサービ
ス・ラーニング・プログラムと教授陣に本学が
学ぶところは大きい。

































　また、上 述 の ICU の 学 生 は、「国 際 サービ
ス・ ラーニングを 経 験 した 後 に、 コミュニ
ティ・サービス・ラーニングを 履 修 すること
から「変化型」への転換を成し遂げ、「変化
型」サービス・ラーニング学習に内在する学び
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